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abstract 
ABSTRACT 
This Doctoral Thesis raised very important and yet controversial issues relating to the 
strategic role of `Quality' in the future development of publicly funded higher 
education institutions (HEIs). The philosophical and empirical underpinnings of these 
issues relate to the efficiency and effectiveness of alternative approaches for improving 
Academic Quality. The Thesis provides an alternative holistic and integrated 
Conceptual Model, which incorporates a composite definition of `Academic Quality'. 
It depicts Excellent HEIs as those with the ability to meet internal and external 
demands for quality improvement, by achieving a sustainable balance between the 
forces for autonomy and accountability to stakeholders. It reveals variability in 
respondents' ontological and epistemological assumptions, which reflects on the 
balance between theory and practice. This theory practice linkage underpins this 
researcher's mindset of critical realism, pragmatism or coherentism as espoused by 
Tashakkori and Teddlie (1998), Professors Evers and Lakomski (2001). The adoption 
of a mixed perspective on validity, reliability and generalizability in this thesis 
complements the positivist deductive approach adopted by Professor Gopal Kanji and 
Doctor Abdul Tambi in their study of TQM in HEIs (Kanji and Tambi, 2002). 
Quantitative and Qualitative Analysis of 42 Questionnaires, over 30 Interview 
Transcripts, and Documentary Evidence of Practice, led to the identification and 
hierarchical categorization of Critical Success Factors (CSFs). The analysis made use 
of a system of codes, percentage scaled response scores, and simple test statistics. The 
Osseo-Asare Scoring Mechanism coupled with the notion of Best Practice Gaps 
(BPGs) were used in the categorization of quality management practices into `Weak', 
`Good', `Best, and `Excellent' under each CSF. A general Theory of academic quality 
management was created by a forensic examination of the nature of the probabilistic 
associations between CSFs and Best Quality Management Practices, resulting in the 
synthesis of academic quality management principles and concepts from which 
fundamental philosophical and empirical assumptions were derived. The principles, 
concepts, and assumptions represent a holistic and integrated approach to quality in 
terms of comprising of elements from a wide range of alternative theories of 
educational management and leadership. This Thesis' major contributions to 
knowledge, include the introduction of: The notion of Best Practice Gaps (BPGs); 
The Osseo-Asare Scoring Mechanism; The composite definition of Academic 
Quality; The multi-dimensional definition of Managerial Leadership for academic 
quality; The generic Theory and Model for academic quality management; and 
several specific frameworks and models for effective management of academic 
quality are also some of the by-products from the Thesis. Eight sets of practical 
recommendations for sustaining academic quality have been outlined; and the major 
Areas for Further Research at a post-doctoral level include: 
" Piloting the Model at the University of Derby and at Penn State University, as 
part of a Comparative Study on the Model's acceptability and applicability. 
Piloting the Model in UK HEls, which are adopting the EFQM Excellence 
Model, in order to assess the Model's compatibility with the EFQMframework. 
" Application of Kanji's Methodology to determine Performance Indices for each 
`autonomy' and `accountability' criterion, and to calculate the Academic 
Excellence Index for UK HEIs in this Thesis. 
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chapterlone 
INTRODUCTION AND 
CRITIQUE OF EXISTING 
LITERATURE 
Chapter One provides an introduction to the Thesis and critiques existing 
literature in order to identify research gaps as the basis for formulating 
research problems and opportunities, deciding research objectives and 
targets, and designing research questions and instruments. It comprises of 
two sections. The first Section [1.1] identifies the strategic reasons for 
researching quality in higher education at the doctoral level. The second, 
Section [1.2] provides a critical review of the internal, external, and 
competitive environmental factors driving demand for higher quality in 
UK higher education institutions, and of alternative models for assessing, 
assuring, and managing academic quality. It also establishes the 
functional relationship between 'efficiency' and 'effectiveness' of quality 
management practices, provides a definition of the broad research gap, 
and a statement of the primary and secondary research objectives. An 
outline of the structure of the thesis is also included. The overall aim is to 
provide a critical commentary which exposes the contradictions and the 
elements within quality management practices in higher education, which 
will and will not inform the fieldwork, thereby, setting the stage for 
Primary Data Collection, Presentation, and Analysis. 
"Ifproductivity can be measured by the doubling of student numbers and the trebling 
of research activity against a 40 per cent cut in resources, UK Higher Education plc 
needs no lessons in good management " (THES, 2003a: 14) 
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LI 
Strategic Reasons for Researching 
Quality in Higher Education at the 
Doctoral Level 
"There is a considerable urgency for the development of an appropriate model for quality in higher 
education " (Srikanthan and Dalrymple, 2001: 566) 
'Section introduces the doctoral research thesis by reviewing strategic 
reasons for conducting research at the doctoral level on quality in higher education; 
followed by Section [1.2], which provides a critical review of existing literature. The 
title of this thesis Sustaining Quality Improvement in UK' Higher Education through 
Effective Management of Best Practices raises a wide range of very important yet 
controversial issues relating to the strategic role of `quality' in the development of 
publicly-funded higher education institutions (HEIs) in the UK. These issues range 
from theoretical or philosophical debates about the meaning and relevance of 
`quality' in a higher educational environment to practical or empirical concerns about 
the effectiveness of alternative approaches for measuring, improving, and managing 
academic2 quality. The ground breaking works of Professor Gopal Kanji and Doctor 
Abdul Tarnbi in the late 1990s on Total Quality Management (TQM) in HEIs in the 
UK, USA and Malaysia, contained in the book titled: Business Excellence in Higher 
Education (Kanji and Tambi, 1999; 2002), points to two concerns: 
a. First, that until the controversy surrounding the above debates and concerns 
are dealt with, serious doubt remains about the ability of individual 
institutions to determine a long-term role for quality in higher education. 
b. Second, that the major challenge for knowledge production in an increasingly 
complex higher educational environment is about how to achieve and sustain 
desired levels of quality and performance improvement most of the time and 
on a continuous basis. 
UK = United Kingdom; comprises of England, Scotland, Wales, and Northern Ireland - see Bibliographical Notes on pp. 420. 2 'Academic' comprises of Teaching and Learning (Biggs, 2003), Scholarship and Research (Bushaway, 2003; DJES, 2003: 23,46) 
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These controversy and challenge raise fundamental questions about the ability of 
managers and leaders to create the enabling environment for `sustaining' teaching, 
learning, scholarship, and research quality improvement. To answer these questions 
satisfactorily, there is a need for further research into academic quality at all levels - 
in particular at the doctoral level - to provide more insight into the nature of the 
controversy and challenge and how they impact on quality management practices. 
A. Overall Purpose or Mission of Higher Education in the 21 s` Century 
Existing literature on strategic management and strategic quality management 
suggest that the first step in the `strategic quality planning process' is a review of the 
overall purpose of the organisation in question (Garvin, 1988; Thompson, 2003: 93). 
The overall purpose of UK HEIs is explicitly stated in the Government White Paper 
titled: The Future of Higher Education, which was presented to Parliament in January 
2003 by Charles Clarke (Secretary of State for Education and Skills). This is to 
provide the skilled manpower required for economic and social development by 
transforming students into graduates to meet the human resource needs of private and 
public sector organisations, and by pushing forward the frontiers of knowledge 
(DfES, 2003: 2-10,23,46). Charles Clarke in his presentation, emphasised the need 
for continuous improvement in teaching and research functions - as revealed in the 
statement below: 
"First, the expansion of higher education has not yet extended to the talented and the best from all 
backgrounds. In Britain today too many of those born into less advantaged families still see a 
university place as being beyond their reach, whatever their ability. Second, we have to make better 
progress in harnessing knowledge to wealth creation. And that depends on giving universities the 
freedoms and resources to compete on the world stage. To back our world-class researchers with 
financial stability; To help turn ideas into successful businesses; To undo the years ofunder-investment 
that will result in our universities slipping back" (Clarke, 2003: 2) 
The first part of the statement relates to continuous improvement of the `quality of 
teaching and learning'; and the second part, to continuous improvement of the 
`quality' of research and scholarship'. This suggests that the principle of continuous 
quality improvement - and by implication 'quality' - is central to the achievement of 
the overall purpose of HEIs. The rationale for this research study is to evaluate the 
extent to which quality management concepts and principles including 'continuous 
improvement' are taking seriously by academics and practitioners. The writings of 
Biggs (2003) and Bushaway (2003) suggest that there is controversy over the central 
role of quality in achieving institutional mission objectives. This controversy stems 
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from the recognition that, the weakening of the associations between `teaching and 
learning'; `teaching and scholarship'; `teaching and research'; `research and 
scholarship'; and `research and learning' tend to weaken the ability of institutions to 
sustain quality improvement on a continuous basis. Even though the UK 
Government's Higher Education policy-makers are aware of the strategic importance 
of these associations they find it more prudent to pursue a policy of selective 
allocation of funding, to the detriment of efforts to sustain quality improvement in all 
areas of academic activity simultaneously (DfES, 2003: 39). Some politicians 
including Barry Sheerman, chair of the Commons Education and Skills Select 
Committee spoke in defence of strengthening the partnership between teaching and 
research rather than separate them through funding policy implementation (THES, 
2003b: 2). The fact that the Government in principle recognised that there is a linkage 
between teaching and research appears to suggest that selective funding policy 
implementation has the potential to weaken integration between different academic 
activities. This doctoral thesis seeks to encourage an integrated approach to academic 
quality management. 
B. Commitment to Modernisation through Cost-Effectiveness 
According to Kerr (1987: 127) the advent of a Conservative administration in 1979 
marked a dramatic change in government policy from a long established commitment 
to preserving institutional autonomy to a commitment to modernization through cost- 
effectiveness. Today's New Labour Government has essentially added a socio- 
economic dimension to the modernization agenda by its objective to widen 
participation and student choice `forcing' institutions to adopt a more deliberate 
strategy for meeting students' needs and expectations (DfES, 2003: 2-3). This 
demonstrates that as far as publicly funded HEIs are concerned, Government policy 
and strategy for higher education is one of the predictable external CSFs impacting on 
institutional quality improvement decisions. This is coupled with increasing pressure 
on academics and institutions as a whole to harness information and communication 
technologies (ICTs) in response to new requirements of external accountability 
(Brennan and Shah, 2000: 6-7; Biggs, 2003: 213). 
The works of Green (1994: 9) and Perry and Smart (1997) suggest that government 
policy of widening participation has led to an increase in student numbers. This along 
with steady decline in unit funding over a period of years, have made it more difficult 
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for UK HEIs to sustain improvement in the quality of teaching and research. A 
situation which according to Perry and Smart (1997) is made worse by the fact that 
with increasing rates of participation, the nature of the student body has become more 
varied in relation to their educational backgrounds and innate talent. It suggests that 
teaching will have to be highly skilled and appropriate to meet the diverse needs of 
the student population. It also suggests that the nature of teaching and learning will 
need to become varied, versatile, and of higher quality. The linkage between teaching 
and research further suggests that any adverse impact of widening participation on 
teaching activities will also impact on research activities (THES, 2003b: 2). 
The White Paper on higher education revealed that the increase in student numbers 
have led to a decline in staff-student ratios from just over 1: 10 in 1983 to 1: 18 in 
2000, resulting in steady decline in the quality of students' learning experience. This 
turns to mean that students write fewer assignments and have less face-to-face contact 
with staff. (DIES, 2003: 15). The decline in staff-student ratios is partly explained by 
the statistics from the Higher Education Statistics Agency (HESA, 2001) which shows 
that only 9% of academic staff are engaged in a teaching-only function (see Figure 
1.1). This is complicated by the fact that the proportion of academic staff with 
research-only function is said to be rising steadily (THES, 2002a: 26-27). 
Figure 1.1 
osseo-asare jr., a. e. (2004) chapter one 5 
introduction & literature review 6 
This in part may be due to the fact that academic staff recruitment has steadily 
deteriorated since 1998, and there are continuing concerns about the ability of 
institutions to recruit, retain and reward researchers who also teach (DfES, 2003: 15). 
This raises questions about UK HEIs' commitment to sustaining teaching and research 
excellence simultaneously. 
The above introduction to Section [1.1] suggests that for HEIs to survive in an 
increasingly competitive higher education industry - in pursuit of their mission - there 
is a need for them to seek to meet government and other stakeholders' requirements 
for accountability. This researcher is exploring the role that an integrated approach 
can play in achieving and sustaining academic quality improvement. The next sub- 
section examines the nature of the controversy over the definition and relevance of the 
notions of `quality' and `excellence' in higher education - from their origins in the 
private sector to the public sector, and their increasing application to academic and 
non-academic functions in UK HEIs. 
1.1.1. The Nature of the Controversy over the Meaning and Relevance of 
Quality in Higher Education 
This sub-section takes a look at the nature of the controversy and conflict surrounding 
the meaning and relevance of 'quality', and critiques the philosophical and empirical 
assumptions underpinning the meaning and relevance of `quality' in higher education. 
The term quality has evolved from being a basic attribute of a product or service in 
the mid-1990s to a standard of excellence expected from a product or service by all 
consumers or customers. Collins' (2000) English Dictionary: New Edition for the 21 S` 
Century and Webster's (2002) Dictionary and Thesaurus, New Concise Edition refer 
to the term quality as a noun, and defined it as an essential `attribute', a distinguishing 
characteristic feature of a product or service, and as a degree or standard of 
`excellence'. Slack (1991) and Slack et al. (1998: 52,634), however, referred to 
quality as an active verb and defined it as `doing things right'; thereby, relating 
'quality' to operational efficiency in either a manufacturing or a service environment. 
Collins (2000), and Webster (2002) place emphasis on the tangible and intangible 
attributes of the 'output' of an operation -a definition of quality driven by `results' - 
whereas, Slacks et al. (1998) place emphasis on the 'operation' function itself -a 
definition of quality driven by `activity'. These two definitions if combined clearly 
suggest a definition of quality based on `systems thinking', which considers the 
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quality of input, the quality of processes and the quality of outputs from either a 
manufacturing or service operation. This view is supported by the work of Beckford 
(2002) which suggests that from a systems perspective, quality as a general 
terminology, may be defined as the essential attributes or distinctive characteristic 
features of inputs, processes and outputs of an entire operation. Some academics and 
practitioners including the so-called quality gurus have summarised these attributes 
and features of inputs, processes and outputs into `broad approaches to quality', 
which will be reviewed later under this sub-section. 
The writings of Schaffers and Thomson (1992: 80-89), and Brennan and Shah (2000), 
suggest that `quality' in higher education, is frequently a source of controversy and 
conflict - primarily, because it is an elusive term whose meaning is difficult to 
articulate. According to Brennan and Shah (2000: 18), the difficulty in articulating the 
meaning of `quality' has led to failure by most national quality bodies in Europe 
including the UK to come up with a `composite' definition of `quality' that would 
achieve legitimacy with stakeholders in higher education. This failure has led to a 
situation where the most powerful stakeholder group applies its own definition of 
quality in order to achieve its stated aims and objectives (Brennan and Shah, 
2000: 18). This poses questions about the extent to which `quality' defined in terms of 
the quality of inputs, processes and outputs is applicable in a higher education 
environment. One of the aims of this doctoral research thesis is to examine the various 
definitions of'quality' proposed by Garvin (1984) and Harvey and Green (1993) in an 
attempt to explore the possibility of developing a 'composite' definition of 'academic 
quality' which incorporates elements from the differing perceptions of stakeholders. 
A. Quality as a Convergence of Diverse Stakeholder Perceptions 
Professor David Garvin (1984), an expert on quality in private sector organisations 
summarised various `definitions of quality' into five `approaches to quality': (1) 
Transcendent; (2) Manufacturing-Based; (3) User-Based; (4) Value-Based and (5) 
Product-Based. A decade later, Harvey and Green (1993) - experts on quality in 
higher education - developed a framework identical to that of Garvin (1984) which 
identified five broad `approaches to quality' (see Table 1.1, below). Table 1.1 
identifies these broad approaches as follows: (1) `Excellence or Exceptional', (2) 
Perfection; (3) Fitness for Purpose; (4) Value for Money; and (5) Transformation. 
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Table 1.1 
Private Sector and Public Sector Definitions of Quality 
Source: Garvin (1984). Harvey and Green (1993) 
Private Sector Definition of 
Quality 
Public Sector Definition of 
Quality 
Transcendent Excellence or Exceptional 
2 Manufactunn -based Perfection 
3 User-based Fitness for Purpose 
4 Value-Based Value-For-Money 
5 Product-based Transformation 
These works strongly suggest that `quality' in higher education, perhaps should not 
have a single meaning or approach, but a convergence of ideas, concepts, principles, 
meanings and approaches held together in an integrated manner in order to sustain 
continuous quality improvement. 
Quality as 'Excellence' or 'Exceptionalism' 
Table 1.1 above appears to suggest that Garvin's (1984) `transcendent' approach may 
be equated to Harvey and Green's (1993) `excellence' approach since both emphasise 
`exceptionalism' by defining 'quality in terms of the 'best possible' outcomes with 
reference to product or service specification. This according to Jensen (2000: 37-57), 
suggests that 'quality' defined in terms of `excellence', `exceptionalism' and 
`transcendence' has more to do with optimisation than maximisation of 'outcomes'. 
Hermel and Ramis-Pujol (2001: 273) argued that historically the concept of quality as 
`excellence' has been presented from the different perspectives of art, literature, and 
architecture, and associated with different forms of performance. This prompts 
questions about whether or not `quality' defined in terms of `excellence', 
`exceptionalism' and `transcendence' was not just a permanent 'open-ended' question. 
Hiley (2000: 139-147) also asked whether or not such terms were not simply 
`aspirational' targets, which in reality cannot be achieved under any circumstances. 
Tom Peters and Robert Waterman in their book: In Search of Excellence, formalised 
the concept of `excellence' into organizational practice (Peters and Waterman, 1982). 
They defined an `excellent' or `exceptional' organization as one having the strengths 
of innovation, ability to change and a leadership that excels in both values and action 
better than the competition. They identified Customers, People, and Innovation as the 
key attributes of `excellence' - and therefore of `quality' (Peters and Waterman, 1982, 
1992). It clearly suggests that a single measure is not enough to define `excellence' or 
'quality'; rather a balanced mix of measures derived from stakeholder needs and 
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expectation ought to be used (Hermel and Ramis-Pujol, 2001: 279; Aubert and de 
Gaulejac, 1992; Bartoli and Hermel, 1989). This might have led Peter Senge to 
suggest that `excellence' or `quality' should be defined and implemented in terms of 
`systems thinking', where application of `effort' would bring about `results' in a 
certain expected way (Senge, 1990a; 1990b). In support of Senge's views, Liston 
(1999: 11) argued that `quality' and `excellence' are not synonymous, and that 
`quality' is the means by which `excellence' as an end can be achieved. 
Quality as 'Perfection' 
The traditional, classical concept of quality equates `quality' with `perfection' - 
defined in terms of 'conformance' to product or service specifications (Harvey and 
Knight, 1996). The works of Harvey and Green (1993: 8-35), and Biggs (2003: 266- 
267) suggest that governments of all persuasions continue to use the notion of quality 
as `perfection' as a means of making public service providers more accountable and 
responsive to the needs of consumers. This approach to quality is consistent with 
Garvin's (1984) manufacturing-based approach, because it originates from notions of 
quality control - concerned with making products or providing services that are `free 
of errors' and conform precisely to their design specification. It is however, a 
perception of quality that is essentially static or retrospective, and does not adequately 
reflect future changes in the environment (Biggs, 2003: 266). Some writers suggest 
that it quality as 'perfection' is based on exclusivity, which provides products or 
services that are flawless, distinctive and special and confers status on owners or users 
(Pfeffer and Coote, 1991; Green, 1994: 13-14; Rowley, 1996). It sets extremely high 
standards achievable at great cost, and out of reach of the majority of the population. 
Quality as 'Fitness for Purpose' 
Alternatively, quality as `fitness for purpose' is an approach preferred by most 
analysts and policy-makers. It is consistent with Garvin's (1984) 'user-based' 
approach, because both demonstrates concern not only for adherence to specification 
as required by the definition of quality as 'perfection' but also the appropriateness of 
that specification for the customer (Green 1994: 15). This 'customer-oriented' 
definition takes a developmental view of 'quality' in recognizing that the purpose of 
teaching and research services may change over time, thus requiring periodic re- 
evaluation of the appropriateness of the objectives of these services (Barnett, 1992; 
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Harvey and Green, 1993). It is an approach which requires that academic services 
meet the needs and expectations of students and of other external stakeholders (Ball, 
1985; Billig, 1986; Green 1994: 15; QAA, 2003a). This helps to determine what the 
specification for a teaching and research services should be, making it important for 
students and other stakeholders to clearly articulate their needs and expectations 
(Green, 1994: 15; Rowley, 1996 Oakland, 2003). UK HEIs including Cambridge and 
Derby define quality in terms of `fitness for purpose' (Cambridge, 2003b; Derby, 
2003b). 
Quality as 'Value-for-Money' 
Quality as `value-for-money' is a more important criterion for governments and other 
funding bodies, who actively seek the same outcome with a lower cost provider of 
higher education (Harvey and Knight, 1996). Today, more than ever, UK public 
sector organizations including HEIs have to deliver the highest quality services in 
order to maximise as much value as possible from the tax pound that funds them - an 
objective pursued by the UK Labour Government's `Best Value' agenda (DfES, 
2003). A key requirement of this agenda is continuous performance improvement, 
requiring each HEI to continuously improve with respect to the range, quality and 
cost-effectiveness of its provision, with an emphasis on customer focus (George et al., 
2001: 573). According to Dale (1999: 129-130), the overall aim of the philosophy of 
the `value-for-money' or 'value-based' approach to quality is both about cost 
reduction, stakeholder satisfaction and delight. Slack et al. (1998), argued that quality 
as 'value-for-money', takes the definition of quality as 'perfection' a stage further by 
relating quality to 'cost' and 'price'. They contended that quality should be perceived in 
relation to `price paid by recipients of quality' or `cost borne by providers of quality'. 
This suggests that Garvin's (1984) `value-based approach' is similar to Harvey and 
Green's (1993) `value-for-money' approach, since both demand that quality satisfies 
the requirements for public accountability (Biggs, 2003: 267). 
Quality as 'Transformation' 
The works of Pring (1992), Barnett (1992), Harvey and Green (1993), and Harvey and 
Knight (1996), suggest that the definitions of quality in terms of `perfection', `fitness 
for purpose', and `value for money', give a narrow view of quality and do not reflect 
the long-term mission of higher education. They proposed a holistic definition of 
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quality as `transformation' of students from one state of mind to another, based on the 
belief that teaching as a service transforms students by enhancement and 
empowerment (Biggs, 2003: 267). They argued that in the context of higher education, 
`transformation' involves not only measurable outcomes, such as examination 
performance, but also cognitive transcendence with the provider doing something `to' 
the student rather than just doing something `for' the student (Harvey and Green, 
1993). This holistic definition of quality is similar to Garvin's (1984) 'product-based' 
approach because both view quality as a precise and measurable set of characteristics 
built into a 'product' which in this case is a 'student' or 'learner' in order to satisfy the 
customer e. g. a potential employer. 
Brennau and Shah's 'Quality Values' 
Brennan and Shah (2000: 14) identified 'four' dimensions or values of quality in higher 
education, that may be applied to the 'five' definitions of quality by Harvey and Green 
(1993) (see Table 1.2 below). First, the `traditional academic values' dimension 
focuses on the subject field - i. e. knowledge and curricula. They are associated with 
professional authority and control based on hierarchical structures with rigid 
socialization and induction processes. Conceptions of `academic quality', are based 
on subject affiliation and vary across the institution. This traditional dimension 
remains the most significant in quality assessment although they seem likely to be 
challenged increasingly in the future (Brennan and Shah, 2000: 14). 
Table 1.2 
A Hynothetical Matrix of Different Percentions on Ouality in Higher Education 
Source: Based on the works of Garvin (1984). Harvey and Green (1993). and Brennan and Shah (2000) 
Definitions of Quality Dimensions of uali in Higher Education 
in Higher Education Academic Value Managerial Value Pedagogic Value Employment Value 
Excellence 
Perfection Subject-Field i. e. Effective Management Effective Management Meeting the 
Fitness for Purpose Knowledge and of Processes, of Teaching and Requirements of 
Value For Money Curricula Procedures and Research Skills and Employers as 
Transformation Structures Practices of Staff Customers 
Second, `managerial values' dimension, focuses on the institution as a whole, and is 
concerned with processes, procedures and structures. It assumes that `higher quality' 
results from `good management' (Brennan and Shah, 2000: 14). Quality characteristics 
are thus regarded as invariant across the whole institution - applying equally to all 
functions and activities in academic and non-academic areas (Brennan and Shah, 
2000: 14). Third, `pedagogic values' focus on `people', their `teaching skills' and 
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`classroom practice'. These values are strongly associated with training and staff 
development, and like managerial values, quality characteristics apply to academic, 
administrative and support-service activities at all levels of the institution. The major 
drawback of pedagogic values is overemphasis on `delivery' and little emphasis on 
the `content' of education (Brennan and Shah, 2000: 14). Fourth, `employment 
values', according to Brennan and Shah (2000: 15) focus on `employment'. They 
argued that such values place a lot of emphasis on graduate output characteristics, 
standards and learning outcomes. It is an approach, which takes account of `customer' 
requirements - in this case the customer is the employer of graduates. It tends to take 
into account both subject specific and core characteristics of high quality education. 
Therefore, quality comprises of some features which are invariant across the 
institution and some which vary according to subject (Brennan and Shah, 2000: 15). 
In summary, the literature appears to suggest that conceptions of quality in individual 
institutions will entail different definitions and several types of quality values. As a 
result the balance between the different types of quality values will differ in practice, 
as suggested by the hypothetical matrix in Table 1.2 above, which attempts to match 
Harvey and Green's (1993) definitions to Brennan and Shah's (2000) dimensions. The 
challenge to quality managers is how to achieve the right balance of perceptions and 
values of quality, which reflect the needs and expectations of all stakeholders, in 
particular students and potential employers as customers. The alternative perceptions 
of 'quality' highlighted above confirms that `quality' in higher education should not 
have a single meaning or approach but a convergence of ideas, concepts, principles, 
meanings and approaches, held together in an integrated manner in order to meet the 
requirements of different stakeholders. The rationale for this doctoral research study is 
to investigate the extent to which a holistic or composite meaning of quality in the 
context of education can be incorporated into an academic quality management 
model. 
B. The Evolution of the Concept of Managing Quality 
The 19th century saw the industrial revolution, the early 1980s brought about the 
computer revolution, and the mid-1990s witnessed the emergence of a quality 
revolution (Dale, 1999: 24). The'quality revolution' was characterised by the evolution 
of quality from inspection-based approach to a prevention-based approach to 
measuring, improving, assuring and managing quality in both private and public 
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sector organizations including higher education (Ho and Fung, 1994: 24; Dale, 1999: 4; 
Biggs, 2003). Beckford (2002) and Oakland (2002) in his book titled Total 
Organisational Excellence argued in support of the view that quality is no longer an 
optional extra to a product or service but an essential attribute. This attribute they 
argued, is increasingly demanded by internal and external customers, and therefore 
ought to be linked to `organisational excellence', which they defined in terms of 
operational performance effectiveness and organisational success. 
According to Dale (1999: 4), since the late 1970s the approaches to ensuring that 
finished products and the services delivered, have the desired tangible and intangible 
attributes i. e. `quality'; have evolved from inspection-based and are increasingly 
becoming prevention-based (see Table 1.3, below). Table 1.3 shows that the focus of 
`inspection-based' activities is to `check' or `inspect' the `outputs' from processes, to 
see if they have the desired attributes - no attempt is made to correct any variation in 
output attributes, rather the output is `discarded' and in the context of higher 
education `excluded'. `Control-based' activities take `inspection-based' activities a 
little further, by ensuring that attributes of `outputs' from a process are consistent with 
attributes of `inputs'; attempt is then made to correct any variations detected (Dale, 
1999: 4-7). 
Table 1.3 
The Evolution of the Concept of Managing Oualitv in UK Higher Education 
Source: Based on the works of Garvin (1988). Dale (1999) and Kanii and Tambi (2002) 
OPERATIONAL MANAGEMENT 13 STRATEGIC MANAGEMENT 
INSPECTION CONTROL Critical Success 
Factors 
ASSURANCE MANAGEMENT 
Ins ect-In Control-In Focus Build-In Manage-in 
None-Very Little After the Event Action Corrective Action After-During the 
Event 
Before-During-After 
None-Very Little Little Involvement Top Leadership 
Involvement 
Some Involvement Considerable Involvement 
Inspection-Based Detection-Based Structures and 
Systems 
Prevention-Based Prevention-Based 
Reactive Reactive Improvement 
Philosophy 
Retrospective Prospective 
Task-centred Task-centred I Improvement 
Approach 
People-centred People-centred 
QAA-Subject 
Review 
QAA-Subject Review Improvement Models QAA, HEFCE TQM, EFQM, Kanji-BEM 
`Assurance-based' activities focus on `building' desired `tangible' and `intangible' 
attributes into higher education products and services. This is achieved by further 
enhancing `inspection' and `control-based' activities; ensuring that feedback 
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mechanisms are in place to ensure that `outputs' reflect the desired attributes of `core 
processes'; and ensuring that these processes are managed more effectively to deliver 
desire attributes in outputs. The central focus of `management-based' activities is 
prevention through effective planning and control of inputs, processes and outputs 
from the perspective of systems theorists (Dale, 1999: 8-9). This offers a more 
strategic approach to quality than the `assurance-based' approach; and forms the basis 
for the development of an alternative academic quality model in this doctoral research 
thesis. The issues raised here are dealt with in more detail later under Section [1.2]. 
1.1.2. Summary of the Strategic Reasons for Researching Academic Quality 
Section [1.1] provided an introduction to the literature review in Section [1.2] by 
identifying the strategic reasons for conducting research at the doctoral level on 
quality in higher education in the United Kingdom. Although a number of long-term 
reasons for carrying out research at the doctoral levels were given in Section [1.1], 
'six' main reasons have been identified as follows: 
" The fact that successive UK Governments and Funding Bodies continue to use 
'quality' assessment as the basis for funding allocations suggests that it is in the 
long-term interest of HEIs to carry out longitudinal study into the quality of 
teaching and research. 
" Existing literature suggest that there is considerable urgency in resolving the 
controversy surrounding the meaning and relevance of quality in public sector 
organisations including higher education. This is dependent on using effective 
methods of capturing the perceptions of differing stakeholder groups, in order to 
improve on the levels of stakeholder satisfaction. Further research is therefore 
required to establish whether or not a composite definition of academic quality 
can be developed from the various definitions. 
" To make it easier for HEIs to be able to match government commitment to 
modernisation with their own long-term commitment to undergo changes in 
structure and culture in response to new requirements for internal and external 
accountability; 
" To make governments aware of the fact that selective allocation of funding in the 
long run weakens the linkage between teaching and research, and research and 
scholarship which impacts on academic quality and academic excellence. 
" To facilitate the evolution from 'inspection-based' approach to quality to a 
management-based or prevention-based' approach to quality in individual HER 
" Finally to deal efficiently and effectively with the long-term impact of declining 
staff-student ratios on efforts to sustain teaching and research quality 
improvement. 
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oý 
A Critical Commentary: 
Review of the Environmental Factors Driving 
Demand for Higher Quality in UK Higher 
Education 
"We seek a partnership between students, government, business and the universities to renew and 
expand our higher education system for the next generation " (Charles Clarke3, D)ES, 2003: 3) 
ection [1.2] gives a critical commentary on the issues relating to the strategic 
impact of external and competitive environmental factors on quality management 
practices within UK HEIs, to expose the contradictions and the elements which will or 
will not inform the fieldwork in this research study. It compares alternative models for 
assessing, assuring and managing academic quality. It also establishes the functional 
relationship between 'efficiency' and 'effectiveness' of quality management practices. 
Finally, it provides the context for the doctoral research design and the 
epistemological basis for adopting critical success factor (CSF) methodology - as 
espoused by Daniel (1961) and Kanji and Tambi (1999,2002) - in the collection and 
analysis of primary data. The aim is to provide an intellectual framework for 
evaluating the contribution teaching and research quality makes to Academic 
Excellence. 
Several books on management research practices including, Jankowicz (1995), 
Remenyi et al. (1998), Churchill and lacobucci (2002), Saunders et al. (2003), and 
Cohen et al. (2003), consider literature review as an essential part of secondary data 
analysis, which provides a thorough analytical overview of relevant and up-to-date 
published works. Figure 1.2, below, shows the general model used in this research 
thesis to search for relevant and up-to-date data and information. The model helped in 
the identification of the gaps in the literature; formulating research problems and 
opportunities; designing the right research questions; setting specific, measurable, 
'The UK Labour Government Secretary of State for Education and Skill - White Paper on Higher Education (DfES, 2003: 3) 
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achievable, realistic, and timely research objectives, in readiness for primary data 
collection. The literature review is developed thematically, starting with 
environmental analysis, followed by a review of alternative quality models for 
achieving Academic Excellence in UK HEIs. For the purpose of this doctoral research 
thesis, research `gaps' are defined in terms of perceived or actual `differences' 
between quality management theory and practice. In the light of resource constraints 
the decision was made to follow up on only highly significant research gaps, clearly 
linked to research questions, problems and objectives (see Figure 1.2, below). Sub- 
section [1.2.1] below respectively examines the critical factors - in the external, 
competitive, and internal environment - driving demand for higher quality in UK 
higher education institutions. 
Figure 1.2 
A General Model for Literature Review for the Doctoral Research Thesis 
Source: Osseo-Asare Jr. 2003 
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1.2.1. Critical Factors driving Demand for Higher Quality 
A recent publication by Professor John L. Thompson on strategic management 
suggests that like any other organisation the Mission of HEIs can be achieved if 
institutions are able to identify the many diverse factors operating inside and outside 
the higher education industry (Thompson, 2003: 267). Table 1.4 below highlights the 
major sources of environmental influence and the key factors identified by well- 
known writers and researchers familiar with the UK system of higher education. 
These include Professor Gopal Kanji the Director of Sheffield Hallam University 
European Centre for Organisational Excellence; Professor Maurice Kogan the 
Director of Brunel University Centre for the Evaluation of Public Policy and Practice; 
and Professor John Brennan the Director of The Open University Centre for Higher 
Education Research and Information. 
Table 1.4 
Summary of Sources of Influence and Diverse Internal and External Factors 
Sources: Based on Studies on Critical Success Factors from Several References shown in the Table 
Note: HE = Higher Education HETs = Higher Education Tnctitntinnc 
Sources of Environmental Influence Diverse factors Key References 
External Environment 
Politico-legal Funding Allocations Barnes 1999 
Economic Diversification of Sources of Fundin Williams (1999) 
Socio-cultural Widening Participation, Social Re-engineering Ball (1990a; 1990b) 
Technological Information and Communication Infrastructure Morley 1997.2001 
Competitive Environment- Industry 
Needs of Students as Customers Handling Students Complaints, Learning Support Brennan & Shah (2000) 
Staff Performance and Satisfaction Remuneration, Work Environment Cuthbert (1999) 
Society Results Re ional Regeneration, Environmental Concerns Watson (1999) 
Key Performance Results Turnover, Funding Levels, Balanced Budget Henkel & Little (1999) 
Internal Environment - UK IIEIs 
Academic Leadership for Quality Vision, Mission, Values, Principles Policy, Strate 
, Bargh et al. (1996) Quality Improvement Policy & Strategy Quality Improvement Objectives, Targets QAA (2002a; 2002b 
Management of Academic Staff Staff Empowerment, Training and Development Kogan 1996; 1999 
Resources for Quality Improvement Resource Acquisition and Utilisation HEFCE (2003a; 2003b) 
Quality Improvement Processes Continuous Process Improvement Kanji & Tambi 1999 
According to Harvey (2001: 41), these external, competitive, and internal factors 
manifest themselves in all their day-to-day variations. They involve internal and 
external stakeholders, and have strategic and operational implications, which impact 
positively or negatively on the ability of individual HEIs to achieve and sustain 
desired levels of teaching, learning, scholarship, and research quality improvement. 
These environmental factors have been categorised by Daniel (1961: 111), Boynton 
and Zmud (1984: 17-27) and later by Kanji and Tambi (1999: 137) as 'critical success 
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factors (CSFs)' in terms of the degree of 'criticality4' to the achievement of higher 
performance results. Studies on CSFs include Daniel (1961: 111-121), Anthony et al. 
(1976), Rockart (1982: 3-13), Leidecker and Bruno (1984: 23-52), Boynton and Zmud 
(1984: 17-27), Jenster (1987: 102-109), Pinto and Slevin (1989: 31-35), Schneier et al. 
(1992: 279-301), Hughes and Chaffin (1996: 89-104), and Gowan and Mathieu 
(1996: 173-183). These studies suggest that a CSF may be described as having the 
following characteristics: 
" They are variables or circumstances originating from either the micro andlor the 
macro-environment in which an organisation operates; 
" There is empirical evidence that changes in these variables have historically 
constrained efforts to achieve long-term success in key performance areas; 
" The relative importance and effectiveness of these factors in achieving best-in- 
class or world-class results can be determined based on objective empirical data, 
and not on speculation; 
" They are a necessary requirement for creating and sustaining an enabling 
environment, which promotes a culture for excellence for delivering continuous 
improvement in internal and external stakeholders satisfaction. 
The notion of CSFs has since been applied by many researchers including - 
Longbottom and Zairi (1996), Longbottom and Milligan (1999), Neely (1998), Kanji 
and Malek (1999), Osseo-Asare (2000), Osseo-Asare and Longbottom (2001; 2002), 
Oakland (1989; 2002), the EFQM (1998; 2003b) for Europe, and the MBNQA (1998; 
2003b) in the USA. Studies on CSFs in US higher education include Burello and 
Zadnik (1986: 367-377) and Nelson (1991: 503-521). UK studies include Clayton 
(1995: 593-601), Osseo-Asare and Longbottom (2001: 589; 2002: 26), and the 
extensive survey by Kanji and Tambi (2002) on HEIs in the US, UK and Malaysia. 
These studies suggest that: 
" Each industry - including higher education - has a generic set of CSFs; 
" Other variables linked to each CSF may vary from one organisation to another; 
" Periodic examination and reconstitution of the mix and rank of these factors is 
required to maintain their relevance and effectiveness in a rapidly changing 
environment. 
° Criticality: in the context of the notion of 'Critical Success Factors (CSFs)' as defined by Boynton and Zmud (1984: 17) is a 
measure of the extent to which a factor' is deemed to be very important to the achievement of higher performance results. Kanji and Tambi (1999: 137) defined CSFs as those few things (factors) that must go well to ensure individual and organisational performance success. 
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These studies seem to conclude that some CSFs are predictable, but what is very 
difficult to predict is the mix of factors and their ranking in terms of relative 
importance and effectiveness in delivering desired results. This difficulty suggests 
there is a need to identify and rank CSFs for effective quality planning purposes. 
Sub-sections [A], [B], and [C] below reviews the literature on key external, internal, 
and competitive factors impacting on quality management practices in UK HEIs. 
A. External Factors and Stakeholders' Needs and Expectations 
The external factors driving demand for higher quality originate from politico-legal, 
economic, socio-cultural, and technological influences, which shape and are shaped 
by the needs and expectations of external stakeholders. Table 1.5, below, provides a 
list of external stakeholders under each influence, cites their main needs and 
expectations, and serves as a framework for reviewing the literature on CSFs. 
Table 1.5 
External Stakeholders Needs and Expectations 
Sources: Based on information derived from the Key References cited in the Table 
Influences External Stakeholders Needs and Expectations Key References 
Government Control of Public Expenditure UK Budget (2003) 
Political - 
HE Funding Councils Selective Funding Allocation HEFCE (2003b) 
al L 
Quality Assurance Agency Quality Assessment QAA (2000; 2002a) 
eg Department for Education/Skills Knowledge and Skills Transfer DIES (2003) 
Government Meeting Manpower Requirements Harvey 2001 
Funding Bodies Knowledge Transfer Clark (1998) 
onomic E 
Professional Bodies Professionalism UUK (2002a; 2002b) c Employers Transfer of Knowledge and Skills Connor (1999) 
Students Ac uisition of Knowledge & Skills Williams (1999) 
Taxpayers Return on Public Investment Dearing (1997) 
Students Fees, Sponsorships, Training Williams & Abson (2001) 
Social - 
Taxpayers Improvement in Services Brennan & Shah (2000) 
ral lt C 
Government Widening Participation Watson & Bowden (2002) u u Society Social Responsibility Ball (1990a; 1990b) 
Employers Technology Transfer Cuthbert 1999 
Technological Government - 
Growth in Industry Output Connor & Pearson (1986) 
e i Impact of Technology Biggs 2003 
An extensive literature search revealed three categories of studies in higher education, 
which identified the government, students, and employers as key external 
stakeholders. First, studies on the impact of political, legal, and economic influences 
on UK HEIs include Jackson (1982), Psacharoupoulos (1987), Levin (1991), Salter 
and Tapper (1994), Kogan (1996), Bargh et al. (1996), McNay (1997), Brennan 
(1997), Henkel and Little (1999), Williams (1999), Barnes (1999), and Watson 
(2000). These studies identified the government as a key stakeholder, because, it had 
the political power to abolish the system of higher education, and is the main financier 
of publicly funded HEIs. Second, studies on the impact of social and cultural 
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influences include Ball (1990a; 1990b), Collins (1994), Trow (1994), Dill and Sporn 
(1995), Scott (1995), Kogan (1996), Warner and Palfreyman (1996; 2001), and 
Brennan and Shah (2000). These studies identified students as a key stakeholder 
group in terms of being consumers of higher education services and are customers in 
terms of their ability to pay directly or indirectly for the services provided. Third, 
studies on the impact of technological influences include Connor and Pearson (1986), 
Taylor (1997), Cuthbert (1999), Maier and Warren (2000), Oliver and Herrington 
(2001), and Biggs (2003). These studies identified existing and potential employers as 
key stakeholders in terms of the level of investment made and benefits they derive 
directly from advances in information and communication technologies (ICTs), and 
on their ability to employ graduates as part of the process of knowledge and 
technology transfer. Figure 1.3, below, is a hypothetical model comprising of the 
'three' key external stakeholders based on the conclusions drawn from the above areas 
of study. 
Figure 1.3 
A Hypothetical Model of External Stakeholders in UK Higher Education 
Source: Based on Studies on the Impact of Politico-legal and Economic Influence on Higher Education 
UK Higher Education 
PEST Environment 
Political, Legal, Economic 
INFLUENCES 
GOVERNMENT 
Strategic 
Partnership 
Social and Cultural Relationship 
INFLUENCES 
Technological 
INFLUENCES 
STUDENTS 
Including PARENTS EMPLOYERS 
Figure 1.3 appears to suggest that, there are potential areas of similarities and 
differences between the three external stakeholders i. e. the Government, Students and 
Employers, which can be developed into a mutually beneficial strategic relationship. 
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The model by identifying key strategic partners reflects UK Government strategic 
intentions for the academic years from 2002/03 to 2005/06 as stated below: 
"This White Paper declares our intention to take the tough decisions on higher education, to deal with 
student finance for the long term, to open up access to our universities, and to allow them to compete 
with the best. We seek a partnership between students, government, business and the universities to 
renew and expand our higher education system for the next generation. I hope the proposals, which I 
set out here will help strengthen that partnership. That is the foundation for our future national 
success. " (Clarke, 2003: 3) 
This doctoral research study explores the extent to which individual UK HEIs 
effectively manage these 'strategic relationships', in order to sustain continuous 
quality improvement. Detail review of the specific factors emanating from the 
different sources of external influence is given below. 
Factors Emanating from Politico-legal Influences 
Political and legal influences are a result of government intervention in the activities 
of HEIs, which according to Davies and Kirkpatrick (1995: 84-107) enjoyed 
considerable autonomy and academic freedom up to the late 1970s. According to 
Pollitt (1990: 435-452), this intervention was motivated by successive UK 
government's perception that universities had become playgrounds for self-indulgent 
and inward-looking cliques rather than engine rooms for a post-industrial economy. 
Since the late 1970s, successive parliaments have acted through legislation in order to 
influence quality management practices in HEIs, examples of these actions are: 
" The shift in government policy since the late 1970s, from a commitment to 
preserving institutional autonomy and freedom to modernisation through 
accountability (Kerr, 1987: 127-132), raised serious questions about the strategic 
role of quality in the modernization agenda (Davies and Kirkpatrick 1995: 85). 
" The Further and Higher Education Act 1992 abolished the division between 
polytechnics and universities encouraging both pre-1992 and post-1992 HEIs to 
achieve higher quality in order to make them more competitive in attracting more 
students (Shakor, 1994; Kanji and Tambi, 1999: 130; UCAS, 2000). 
" The QAA was established in 1997 to safeguard and promote higher quality 
through progressive assessment of the quality of teaching and the standards of 
awards with the objective of obtaining increased value from public investment, 
continuous quality improvement, and reliable and relevant public information 
(QAA, 2003a; 2003b). The QAA's Strategic Plan: 2003-2005, describes the 
Agency's intentions for the period from 2003 to the end of 2005, and its model 
for assuring quality in publicly funded HEIs (QAA, 2003a: 4). 
" The establishment of the Higher Education Funding Councils (HEFCs) of 
England, Scotland, Wales and Northern Ireland, with the legal responsibility to 
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selectively allocate funding for research through an assessment of the quality of 
research i. e. Research Assessment Exercises (RAE) (HEFCE, 1993; Kogan, 
1996; Bauer and Henkel, 1999: 236-262). 
" The UK Government's Department for Education and Skills (DIES) has over a 
long period concerned itself with creating opportunity, releasing potential and 
achieving excellence in publicly funded HEIs (Doherty, 1994; Kanji and Tambi, 
1999: 130; DIES, 2003: 1-9). 
The key politico-legal factors emanating from the above direct and indirect 
government actions include: 
" The impact on higher education policy as a result of a change in political 
administration between two ideologically different parties; 
" The level of government commitment to preserving institutional autonomy and 
freedom vis-a-vis the level of commitment to cost-effectiveness and 
accountability; 
" The extent to which quality is used as a policy instrument to achieve and sustain 
the right balance between autonomy and accountability; 
" The extent to which legislation is used to change the structure of and control the 
level of competition within the higher education industry; 
" The frequency of change in external methodologies for teaching and research 
quality assessment; 
" The impact of legislation on external disclosures, and the overall process of 
external reporting; 
" The impact of changing government policy on the degree of selectivity in higher 
education funding formulae. 
A change in any of the above politico-legal factors may be seen as a threat or an 
opportunity by individual HEIs. For instance, the HEFCE as recently as May 2003 
proposed a cut-off point for research grants, a policy, which is aimed at even greater 
selectivity in allocating funding for research. This according to THES (2003c: 1-2) 
will exclude a third of English HEIs from the Research Assessment Exercise (RAE). 
English HEIs threatened by this policy proposal include: Leeds Metropolitan 
University, London Metropolitan University, University of Derby, and University of 
Wolverhampton (Goddard, 2003: 1-2). On the contrary, this policy proposal 
according to Goddard (2003) will be seen by Oxford and Cambridge as an 
opportunity for them to get more money for research, since the reduction in research 
funding from under-performing 'modem' universities will most certainly mean more 
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money to fund research excellence in 'old' universities - in line with the objectives of 
the Funding Allocations for HEIs in England (THES, 2003d: 6-7; 16). It raises 
questions about the ability of individual institutions to response effectively to 
changes in politico-legal factors by adopting quality management principles. 
Factors Emanating from Economic Influences 
Economic influences arising from the macro-environment in which UK HEIs operate 
are increasingly becoming market-driven and characterised by the forces of demand 
and supply. These forces comprise of factors which are dynamic and interactive 
which, in part are affected by the government in pursuit of its own political, social and 
economic policies and strategies (Worthington and Britton, 1997: 70-107; 2003). The 
government continues to be a vital component in the macro-economy exercising great 
influence on the determinants of 'demand' and 'supply' and hence over the 'price' of 
output by public sector organisations including HEIs (DfES, 2003; QAA, 2003b). 
Forces of Demand for Higher Education Services 
Increasing demand for higher education services drives the demand for higher quality 
in teaching and research. Extensive studies on the level of demand for higher 
education services, include, Camoy (1994), Williams (1995; 1996; 1997; 1999), 
Taylor (1997), and Connor (1999). These studies identified the key determinants of 
demand for teaching and research services as follows: 
" Tuition Fees represent the price' for higher education services, which is 
continuously rising in line with inflation and the cost of provision (Williams, 
1999: 143). The basic theory of demand suggests that -all things being equal, i. e. 
`ceteris paribus' (as in Latin) -a rise in 'tuition fees' should lead to decline in 
'demand'for higher education services'. 
" Employers demand for more graduates as output from the higher education 
system is in line with expected increases in economic activity (Connor, 1999: 90- 
104). The UK Government's Widening Participation Agenda is in response to 
growing demand for graduates in the economy in order to meet rising skill needs 
and sustain UK's international competitiveness. Globalisation has increased 
international demand for higher education services leading to increasing number 
of students from overseas, this calls for higher service quality (UUK, 2002a/b). 
" Rising expectation of the potential benefits of higher education to all stakeholders 
- particularly, students, parents of students, government, employers and society - 
as the higher education sector expands and becomes increasingly competitive. 
(DJES. 2003). The greater the perceived benefit the greater the demand for 
higher education services with increased demand for higher service quality 
(Harvey, 2001: 12; Morley, 1997; 2001: 29-30). 
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The above review suggests that, improvement in student finance, enhancement of the 
knowledge and skills of graduates, and the perception of future increases in the 
benefits derived from higher education, would lead to increase in demand for 
students by institutions and for graduates by employers. This would ultimately lead to 
increase in demand for higher quality teaching and research services. 
Forces of Supply of Higher Education Services 
The studies on the supply-side of the economic influences driving demand for higher 
quality in higher education include Clark (1983; 1993; 1998), Connor (1999), 
Glasner (2000), Harvey (2001), and Morley (1997; 2001). The key determinants of 
supply identified by these studies include: 
Rising Cost of Teaching and Research activities: for instance with respect to 
undergraduate education current levels of Tuition Fees are far below what is 
required to cover the full-cost of provision. Even though the situation at the post- 
graduate level is much healthier, the Government has edged institutions to 
diversify their sources of funding. The role of the private sector in funding higher 
education is still not well defined (Clark, 1998, THES, 1998b; 2002a/b). 
" Rising Cost of non-academic activities, mainly due do bureaucracy, continues to 
raise the expectation of taxpayers and the government for public accountability 
relating to outcomes of public investment (Dearing, 1997; HEFCE, 1994a; 
1994b). This has led the government to highlight continuous quality improvement 
in both academic and non-academic activities as signifier of excellence, 
productivity and output (HEFCE, 1994c; QAA, 2002a; 2002b). 
" The emergence of a mass system is represented by increase in the number of 
suppliers of higher education services and products within the industry (Williams 
and Abson, 2001: 12). 
From the above review of existing literature on supply-side economic influences, 
there appears to be two key determinants of supply in UK higher education market, 
namely: the 'cost' of academic and non-academic activities and 'funding' levels. The 
way in which the forces of demand and supply interact to determine the `price' of 
higher education services is examined in the sub-section below. 
Determining the Price of Higher Education Services 
The UK Government has for long used the power it derives from being the main 
funder of in higher education to influence the `equilibrium price' or `level of tuition 
fees' and the 'level of funding' demanded by the higher education industry (Williams 
and Abson, 2001; DIES, 2003). It has led to an increasingly bitter debate on whether 
or not `excess supply' is better than `under supply' of students at both the 
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undergraduate and post-graduate levels, which underpins the ongoing debate on top- 
up fees. Williams and Abson (2001: 15-17) saw this debate as simply an argument 
between three categories of academics and politicians. First, those who hold that 
'more means worse'; second, are those who argue that 'more means different' and 
lastly, those who champion the view that 'more means fairer'. The present Labour 
Government Policy of Widening Participation suggests that those who argue that 
`more means fairer' may be winning the argument for expanding the system of 
higher education (DfES, 2003). These divisions have only led to confusion over who 
decides the `equilibrium price' or the level of tuition fees required to sustain high 
quality teaching and research in individual institutions - the institutions or the 
government? 
According to the Government's Department of Education and Skills (DfES, 2003), 
there is a gradual shift in the funding of UK higher education from public funding 
towards individual students making a greater contribution inline with the 
recommendations of the Dearing Report (Dearing, 1997). It provides institutions 
with an opportunity to recover the full-cost of providing teaching and research 
services. It however puts into focus, the on-going debate about the merits and 
demerits of introducing top-up fees in old universities like Oxford and Cambridge 
(THES, 2003g: 4). Those in favour argue that, students must start paying for the full 
cost of higher education services, while those against argue that it will damage 
access (Sanders, 2003: 4). The implication is that students and their parents - who 
will bear the cost - will be empowered to demand higher quality. 
Factors Emanating from Socio-cultural Influences 
The demand and supply of higher education services and products are influenced by 
social and cultural factors emanating from the socio-cultural environment. These 
factors affect the type of services and products being offered, the price at which they 
are sold, and the markets they are sold in (Worthington and Britton, 1997: 8). It may 
be argued that since students and staff working in higher education are a part of the 
society changes in socio-cultural factors may be considered an opportunity or a threat 
to institutions' quality improvement activities. Studies on social and cultural 
influences in higher education include, Ball (1991), Luke (1997), Macrae et al. 
(1997), Connor (1999), Scott (1995; 2001), and Morley (1997; 2001). These studies 
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identified the following factors emanating from changes in the social and cultural 
environment in the United Kingdom Higher Education (HE) Industry: 
Ageism, Life-long Learning, and Learning Society: 
Participation by young people and adults in higher education is still growing, as part 
of government effort to create a knowledge-based economy (Connor, 1999: 95; THES, 
2003a). The concept of 'learning society' is gaining grounds in Britain (Morley, 
2001: 31). For its champions, it represents opportunity and democratisation (Ball, 
1991: 380; HEFCE, 1997a: 15); for others, such as Macrae et al. (1997: 500), it is a 
rhetorical project, which de-gendered, de-classed and de-racialized students and 
teachers, with serious implications for setting standards. 
Ethnicity: 
Participation by ethnic minorities has been growing, enabling adoption of teaching 
styles, which further the cause of social openness through increased diversity 
(Connor, 1999: 95; Scott, 2001: 191). This has serious implications for selection 
criteria, quality of delivery and the standards of awards. 
Equality, Equity, and Disability: 
Quality rather than Equality has dominated the change from an elite system to a mass 
system of higher education, allowing questions to be posed about whether Equity 
provisions are measures of excellence e. g. improved arrangements for disabled 
students may raise the level of student satisfaction. (Luke, 1997: 433; Morley, 
2001: 30). Disability remains a fluid and contested concept. Many of the dilemmas 
that relate to discriminatory practices regarding ethnicity, gender and social class 
are relevant to disabled learners (Blair, 1997: 26; Hayton, 1999). 
Social Responsibility: 
Higher education institutions are increasingly accepting the responsibilities and 
opportunities represented by a much closer engagement with the local community and 
with society. This is seen by some as undermining the mission of higher education to 
produce and transmit knowledge, but is welcomed by environmentalist as a move 
towards sustainable development (Scott, 2001: 191). 
Efforts to address changes in the above factors form part of the present Labour 
Government's Widening Participation Agenda, which some see as an experiment in 
social re-engineering to deal with the problems of social exclusion (DfES, 2003). 
Although these `socio-cultural' issues are controversial, advocates of TQM such as 
Kanji and Tambi (2002) suggest that they are very important. A major concern for 
this researcher - which feeds into the thesis aim - is how to incorporate changes in 
societal and cultural needs and expectations into a holistic and integrated model for 
sustaining higher quality, which is cost-effective and meets the social and cultural 
aspirations of both internal and external stakeholders. 
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Factors Emanating from Technological Influences 
Studies and writings on the impact of changing technology on higher education 
services include Scardamalia et al. (1994), Mazur (1998), Brew (1999), Maier and 
Warren (2000), Woodley (2001), Oliver and Herrington (2001), Battacharya (2002), 
and Biggs (2003). These studies suggest that in a higher education environment, the 
term `technology' may be seen traditionally as a mechanical capacity and 
contemporarily as an electronic-based capacity to organise teaching and research and 
about what methods or techniques to use in knowledge production and transmission. 
Changes in such `capabilities' have led to changes in the quality of input resources 
and the quality of output from the delivery process. Educational Technology (ET) 
comprises of Information and Communication Technologies (ICTs) for managing 
learning, engaging learners in appropriate learning activities, assessing learning and 
implementing distance-learning projects (Biggs, 2003: 214-215). The key influences 
emanating from recent developments in the technological environment include: 
" Impact of Globalisation: 
The globalisation of higher education coincided with the development of 
information and communication technologies (ICTs), and a mass higher education 
system, with serious implications for quality improvement (Biggs, 2003: 213); 
" ICT Infrastructure: 
Awareness of ICT infrastructure as a strategic resource for gaining competitive 
advantage in higher education is increasing. As a result, external agencies, such as 
the QAA are increasingly assessing ICT Infrastructure in institutions, as part of its 
Institutional Audit Process (Hughes, 1993; QAA, 2002a; 2002b). 
" Internet and Intranet Web Sites: 
All the relevant information to do with a department, programmes, courses, 
regulation etc. are now accessible via the Internet (OECD, 1988; OECD, 1998; 
Morley, 2001). There is evidence of increasing use of new ICT to meet the 
demands for flexibility in programme design and delivery (Morley, 2001: 30). 
" E-Learning Agenda: 
It is predicted that the next few years, will witness both vertical and horizontal 
mergers between smaller higher education institutions in response to the 
challenges brought about by the e-learning agenda, with serious implications for 
the quality of teaching and learning (Harvey, 2001: 39-40; Biggs, 2003). 
Some academics see the above developments in ICTs as offering opportunities for 
improving the quality of teaching and research, and also enabling institutions to sell 
osseo-asare jr., a. e. (2004) chapter one 27 
introduction & literature review 28 
their educational wares (Biggs, 2003: 213). Others argue that these factors also 
present potential threats because new ICTs increases surveillance and regulation, 
with a primary aim to render staff more compliant (Ball, 1997; CIPFA, 2001: 4). 
A Summary of the Main External Environmental Factors 
This sub-section examined the main issues emanating from the PEST analysis carried 
out above. It identifies the key external factors and briefly describes the changes, 
which might provide an opportunity or pose a threat to efforts to improve quality. 
Politico-legal Factors: 
The UK Government through the Department of Education and Skills, Funding 
Councils and Quality Assurance Agencies, acts to control public expenditure on 
higher education through selective funding allocations and quality assessment 
regimes, which impact on knowledge production and transfer of skills to industry. 
Economic Factors: 
The government and taxpayers, expect a competitive return on investment from 
publicly funded HEIs, in order to sustain its commitment to modernization. This 
demands that HEIs become cost-effective in their quality management practices. 
Socio-cultural Factors: 
The UK Government, taxpayers, and society as a whole are demanding increased 
participation in higher education. They are also demanding that HEIs become 
socially responsible for their actions in the communities they operate in. 
Technological Factors: 
Increasing number of HEIs are recognising the opportunities offered by ICTs to 
improve the quality of teaching and learning and research. This is in part due to the 
fact that the QAA assesses the extent to which institution's ICT infrastructure meets 
the requirements for internal and external reporting (QAA, 2002a; 2002b). 
The next sub-section [B] looks at the internal factors operating in UK HEIs 
B. Competitive Factors Impacting on Quality Management 
This sub-section applies the relevant parts of the model developed by Michael Porter - 
in his book titled Competitive Strategy (Porter, 1998) - to the UK HE Industry, to 
provide a review of the structure of the industry and the ability of HEIs to act 
strategically to sustain quality improvement. The work of Porter (1998) suggests that 
the ability of HEIs to act strategically depend upon the relative strengths of 'five' 
forces. These forces are (1) current competition, (2) potential competition, (3) 
substitutes, (4) buyers, and (5) suppliers to the higher education industry and 
individual higher education institutions. 
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Structure of UK Higher Education Market 
The extensive literature on economic models of `market structures' including 
Worthington and Britton (1997: 233-262), suggest that, the extent to which HEIs 
compete amongst themselves determines the structure of the HE market. The 
literature also suggests that the strength of current competition can be thought of as 
lying along a continuum. At one extreme is perfect competition i. e. markets in which 
there is competition and at the other extreme is monopoly i. e. markets in which there 
is no competition at all. Lying between the two extremes are monopolistic competitive 
and oligopolistic markets in that order (Worthington and Britton, 1997: 317). 
Successive UK Governments have acted directly and indirectly to shape the structure 
of the UK higher education (HE) Market. These actions have influenced the level of 
competition between institutions, as described by the following market characteristics: 
" There are many providers of HE products and services i. e. HEIs, as a result of 
the Further Education and Higher Education (FEHE) Act of 1992, which 
abolished the division between `universities' and the former polytechnics'; 
" There are many consumers of HE products and services i. e. students; 
" The fact that the DIES (2003: 15) believes that students have insufficient 
information on how good the teaching is when applying for courses, suggests that 
HEIs, and students do not have perfect knowledge' of the level of tuition fees and 
costs of other products and services offered by other institutions. On this evidence 
alone the HE market cannot be described as being perfect', 
" There are barriers to entry and exit erected by the government; 
" The quality of teaching and research in all UK HEIs cannot be described as 
identical or homogeneous, judging by the wide variations in Teaching Quality 
Assessment (TQA) and Research Assessment Exercise (RAE) Scores. 
Apart from the barriers to entry and exit erected by the government and/or higher 
education institutions (HEIs) and the lack of homogeneity in the products and services 
on offer the market structure of the UK HE industry can be described as highly 
competitive - definitely not perfectly competitive. The UK HE industry comprises of 
different types of HE providers. As at March 2003, the UK HE sector comprised of: 
77 universities i. e. 56 percent institutions; 14 general colleges i. e. 11 percent; and 41 
specialist institutions i. e. 33 percent as shown in Figure 1.4 below. There is already 
increasing pressure on the Government from 'general colleges' and 'specialist 
institutions' to be given the right to become 'universities' (THES, 2003f: 6). 
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Figure 1.4 
This threat of new entry - if it does happen - will increase competition between 
universities for students and public funds, which will impact on resources for 
sustaining quality improvement in individual institutions in the UK. Application of 
Porter's (1998) principles to the HE industry suggest that, by acting strategically HEIs 
can change the `market structure' of the industry to their advantage. For instance, in a 
highly competitive HE market, HEIs might be unhappy over various factors like 
`pricing' e. g. the level of tuition fees and may through their strategic actions try to 
change the situation. If they are successful there will be a change in the level of 
current competition and therefore the HE market structure. Scott (1995; 2001: 187- 
204) grouped institutions in the university sector into seven distinct types, on the basis 
of their historical development - rather than their differing approaches to quality 
management. The seven categories of institutions comprise of: 
(1) 'oxbridge' institutions: Comprising of 2 institutions: Oxford (established, 1167) 
and Cambridge (established = est. 1209) (Tapper and Palfreyman, 2000); 
(2) `london and durham' institutions: Comprising of 7 HEIs: The six colleges within 
the University of London (est. 1830s) and Durham (est. 1832) (Harvey, 2001: 37); 
(3) 'civic' institutions: Originated from local civic initiatives, comprising of 14 HER 
These are the old Joint Matriculation Board universities, including Edinburgh, 
Glasgow, Cardiff and Queen's universities. Examples in England: Manchester 
(est. 1850) and Birmingham (est. 1900) (Guardian, 2003b: 12,32); 
(4) 'redbrick' institutions: founded in the first half of the twentieth century, generally 
in the South. Example: University of Southampton (established, 1952) (Scott, 
2001: 195; Guardian, 2003b: 36); 
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(5) `plate glass' institutions or 'new' institutions of the 1960s: Founded by local 
initiative and built on greenfield sites during the 1960s. Examples: University of 
Essex (est. 1965) and University of Warwick (Robbins, 1963; Beloff, 1969); 
(6) 'technological' institutions: the former colleges of advanced technology became 
universities in the 1960s. Example: Salford (est. 1967) (Scott, 2001; 187-204); 
(7) 'new' institutions of 1992: The Further and Higher Education Act of 1992, 
abolished the binary division and created a unitary system of higher education. It 
gave some educational institutions power to award degrees and the right to use 
the title `university'. Examples of modern or post-1992 universities: University of 
Derby, Sheffield Hallam University (Watson and Bowden, 2002: 5; HESA, 2002). 
Some writers including Watson and Bowden (2002) see Scott's (1995) method of 
categorisation as rather complex and prefer the much simpler grouping of institutions 
into two categories: pre-1992 and post-1992, based on the Further and Higher 
Education Act of 1992, which abolished the binary division between universities and 
polytechnics. Pre-1992 universities are commonly referred to as `old' universities and 
include categories (1) to (6) above; category (7) is correctly described as post-1992 
universities or `modem' universities. Statistically, there are now more post-1992 
institutions than pre-1992 institutions (HESA, 2002). Today, there are sub-groups 
within both `old' and `modem' universities promoting their own mission-driven 
interest in either `research' or `teaching' respectively. A typical example is the 
`Russell Group' of `research-centred' `old' universities (Scott, 1995; 2001). There is 
increasing collaboration between `modem' universities to improve teaching and 
learning in their institutions (Watson, 2000). 
Quality management practices, within each higher education institution are bound to 
be complex and diverse, because each institution has a particular kind of constitution, 
various modes and levels of funding from the public purse, industry and commerce, 
and private donation. According to Williams and Abson (2001: 12), there are also 
differences in the way they construct and re-construct academic disciplines, research, 
course design and content, control of student entry through qualification requirements, 
assessment regimes, staff appointment, promotion and terms of contract, and teaching. 
Barriers to Entry and Exit in the Higher Education Market 
The Government as the main funder of public sector HEIs has the political power to 
increase or reduce the number of institutions within the sector in order to influence the 
level of competition within the HE industry. As at present, there is a potential threat 
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of new entry, into the university sector by General Colleges and Specialist Institutions 
(THES, 2003d: 6-7), with a potential for intense competition between universities for 
government funding (THES, 2003f"6). 
Threat of Substitute Higher Education Products and Services 
Many post-1992 universities with enormous experience in managing polytechnics are 
increasingly differentiating their HE products and services in order to reduce the 
threat from substitute offers from pre-1992 universities, and from overseas HEIs 
(Watson and Brown, 2002). According to Williams and Abson (2001: 13), these so 
called `modern' institutions are offering more part-time, sandwich and vocationally 
oriented courses; whereas, pre-1992 universities, on the other hand, are still associated 
with full time courses, higher professional education, theoretical knowledge, and 
particularly research. There is however, a clear indication that, many of these so- 
called `old' universities are also offering a vast number of differentiated programmes 
similar to those offered by pre-1992 universities (University of London, 2003; 
University of Manchester, 2003). 
The present UK Government expects individual HEIs to apply their scarce resources 
in order to gain competitive advantage, by focusing on what they do best (DIES, 
2003: 20). This appears to contradict the government's official position of encouraging 
greater explicit differentiation, freedom and collaboration (WES, 2003: 22) because of 
lack of funding. The pace of both social and technological change - in an era of 
lifelong learning - suggest that higher education can no longer be confined to the early 
years of life. Today's generation of students will therefore need to return to learning - 
full-time or part-time - on more than one occasion across their lifetime in order to 
refresh their knowledge, upgrade their skills and sustain their employability. 
According to the UK Government, such independent learners investing in the 
continuous improvement of their skills will underpin innovation and enterprise in the 
economy and society (DIES, 2003: 15). It also argued that, although at present there 
are enough choices for flexible study - including part-time courses, sandwich courses, 
distance learning, and e-learning - there must be an increasingly rich variety of 
subjects to study, which will keep pace with changes in society and the economy 
(DfES, 2003: 15). There is however, a broad consensus that, it is unreasonable to 
expect institutions to sustain all of these vision elements or activities simultaneously 
at local, regional, national, and global levels of excellence. 
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Power of Students as Customers 
Provision in UK HEIs is now driven by the need to meet and exceed student 
expectations. This need to satisfy students has risen since 1981 following rapid 
increase in the number of UK-domiciled and overseas students from around 800,000 
in the academic year 1980/81 to nearly 1,250,000 in 2001/02 (THES, 2002a: 26-27). 
Women overtook men as a proportion of the undergraduate population in 1996-97 and 
men have been closing the gap since (see Figure 1.5, below). 
Figure 1.5 
This suggests that HEIs now have to cope with the expansion in the number of 
students by differentiating their products and services to meet the requirements of 
men and women of all ages, full-time and part-time studies, to help students combine 
learning with work and family life. According to Kanji and Tambi (1999) many UK 
HEIs have accepted the challenge this development poses and have increased their 
efforts to maintain higher quality teaching and research. HEIs are making vigorous 
attempts to satisfy the needs and even exceed the expectations of students as the main 
customers including the requirements of other stakeholders. User-friendly provision 
has been introduced into higher education, such as credit accumulation and transfer, 
modularisation and multiple entrance points. Some writers and researchers, including 
Kanji and Tambi (1999: 131) see the increased customer focus in UK HEIs as a move 
osseo-asare jr., a. e. (2004) chapter one 33 
introduction & literature review 34 
closer to implementation of advanced quality management principles. Others 
including Morley (2001: 31-32) however, see these developments as evidence of 
pedagogical fragmentation, which encourages regulation and surveillance through 
checklists and taxonomies of competencies, subject benchmarking, and performance 
measures and indicators. The DfES (2003: 15) provides two evidences, which 
confirms that, the expansion in student population has impacted on institutional effort 
to sustain the quality of teaching and learning. First, students at present have 
insufficient information on how good the teaching is when applying for courses - an 
evidence of lack of perfect knowledge characteristic of an imperfect HE market; and 
second, staff-student ratios have declined from just over 1: 10 in 1983 to 1: 18 in 2000. 
These tend to mean that students are not well informed on choices, write fewer 
assignments and have less face-to-face contact with staff; as a consequence are unable 
to effectively critique the quality of teaching and learning from what is in effect a 
weak bargaining position. 
Power of Suppliers to the Higher Education Industry 
The government is the main provider or 'supplier' of financial and non-financial 
resources in the higher education sector (Glarner, 2000). It intends to retain this 
central role, because it believes, it is the only body that can balance competing 
interests between the different stakeholders (William and Abson, 2001: 17). It also has 
the responsibility to intervene when institutions fail to provide adequate opportunities 
or when access, quality or standards are at risk (DfES, 2003: 21). The reports 
commissioned from JM Consulting by HEFCE found that there was an infrastructure 
backlog of about £8 billion, consisting of a research infrastructure backlog of £3.2 
billion, and a teaching infrastructure backlog of £4.6 billion, plus a need to double 
spending on maintenance (DfES, 2003: 14). The government hopes its recent funding 
allocation will stabilise the funding of institutions, and allow them to make sustained 
progress in improving teaching and research quality. In the long term the government 
sees a much greater role for institutions establishing endowment funds and using the 
income from them in much the same way as is done in the USA (DfES, 2003: 19-20; 
Wilson and Green, 2001). 
Statistics from the Higher Education Statistics Agency (HESA, 2001) reveal a 
recruitment situation that has steadily deteriorated 1998. Over 60% of HEIs reported 
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difficulties in recruiting lecturers in certain subjects, notably computing/IT, business- 
related subjects, science, engineering, medicine-related subjects and education (DfES, 
2003: 15). This has raised concerns about institutions' ability to recruit, retain and 
reward the best researchers who provide the essential teaching and research 
leadership. There are also concerns about how to attract and retain the best researchers 
internationally, and how to maintain a steady flow of the brightest and best young 
people into research (DfES, 2003: 14). 
Summary of Competitive Factors impacting on Quality 
From the above critical review of competitive factors in the UK HE industry or 
market - using Michael Porter's Five Forces framework (Porter, 1998); a summary of 
the main competitive factors in terms of whether or not they constitute an opportunity 
or threat is provided below as follows: 
" Intensity of Competition: 
Even though the Government has the power and justification to determine the 
level of competition, HEls with similar missions can act strategically to influence 
the number of HEIs operating within the HE Industry. For instance they can lobby 
government to provide sufficient funding in support of an agreed level of tuition 
fees required to sustain quality improvement. 
" Threats fron New Entrants: 
The potential entry into the university sector by General Colleges and Specialist 
Institutions will intensify competition for the already scarce funding resources 
available for clearing the backlog in teaching and research infrastructure in the 
university sector. 
" Threats from Substitute HE Products and Services: 
The over dependence on government funding by financially weak higher 
education institutions - in particular those without any substantial endowment 
funds - will make it difficult for these institutions to embark on greater 
differentiation because of the high risk of failure. 
. Bargaining Power of Students as Customers: 
Some academics and practitioners argue that there is a need for a regulator 
because students as consumers or customers do not yet have perfect information 
on the quality of teaching and research in institutions they wish to attend. For this 
reason provision in higher education may not yet be described as market driven. It 
is also well documented that higher education institutions the world-over are 
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under intense pressure from funding bodies to satisfy and delight students whether 
or not students or their parents pay fees directly. 
" Bargaining Power of Suppliers of HE Products and Services: 
Higher education institutions are being encouraged by the Government, potential 
Employers and other stakeholders to deal with their staff recruitment difficulties 
in order to sustain continuous quality improvement. 
The sub-section [C] below provides a critical commentary on the critical success 
factors (CSFs) prevailing in the 'internal environment' of UK higher education 
institutions. 
C. Internal Factors Impacting on Quality Management Practices 
The aim of carrying out a review of the internal environment of higher education 
institutions (HEIs) is to identify the key areas of strengths and weaknesses in their 
quality management practices. Studies on the academic quality management and 
leadership by Brennan and Shah (2000), Knight and Trowler (2001), Harvey (1995; 
2001), Biggs (2003), and Bushaway (2003) identified key external influences and 
factors from the macro and micro environment which impact on internal factors 
relating to teaching and research quality management practices. It is worth noting that, 
these studies on external influences and factors were not carried out in isolation from 
internal influences but were a part of strategic quality planning activities in higher 
education. There is therefore a logical link between internal, external, and competitive 
environmental factors as suggested by strategic analysis -a key stage in strategic 
quality planning process (Thompson, 2003; Oakland, 2002; 2003). 
These studies identified very important performance areas for improvement. These 
performance areas are reviewed under `six' sub-headings comprising of 'six' main 
internal factors: 
(1) Leadership; 
(2) Policy and Strategy; 
(3) People Management; 
(4) Resources; 
(5) Processes; and 
(6) Systems Theories. 
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The first five sub-headings or 'criteria' are identical to the terminology used by the 
EFQM Excellence Model. They are generally referred to as 'enabler' criteria because 
they constitute group of critical success factors, which enable or strengthen the ability 
of organisations to manage their resources efficiently in order to achieve 
predetermined performance 'results'. The literature on performance excellence models 
suggest that the conceptual and empirical linkage between 'enabler' criteria and 
performance 'results' criteria is based on the notion of 'cause-and-effect' or 'means-and 
-ends' (British Quality Foundation, 2000), EFQM, 2003a). These studies suggest that 
UK higher education institutions may have to undergo structural and cultural changes 
in order to inspire and deliver sustained improvements in academic quality and 
performance. 
The last sub-heading i. e. 'systems theories' was selected because all the alternative 
approaches to academic quality management - examined later under sub-section [D] - 
are based on 'systems thinking', which examines the whole i. e. inputs, processes, and 
outputs rather than a part of the whole. We shall now proceed to discuss below the 
critical success factors (CSFs) emanating from the internal environment in which 
individual UK higher education institutions operate. 
Leadership for Academic Quality Management: 
The functional relationship between `efficiency' and 'effectiveness'- introduced 
Management and leadership studies by Bass (1960), French and Raven (1968), 
McGregor (1987), Parker (1994), Crainer (1995), Taffinder (1995), Mullins (1999; 
2002; 2003), Novak (2002), and Kanji (2003), confirm there are many different 
definitions and bases for exercising leadership. These studies suggest that within 
higher education institutions (HEIs) the influence exerted by a leader depend upon the 
power-relationship between the leader and staff. Some writers argue that formal and 
informal management and leadership structures determine the nature and 
effectiveness of the leadership-staff relationship. This relationship according to Bass 
(1960) is one in which intended behaviour and results bring about functional 
behaviour and achievement of team objectives. The works of French and Raven 
(1968) and McGregor (1987) suggest that effective leadership-staff relationship 
requires a dynamic form of leadership behaviour based on the exercise of power to 
influence the behaviour and actions of subordinate staff. 
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The works of Novak (2002) and Kanji (2003) suggest that `academic leadership' may 
be defined as a personal and professional relationship between those in leadership 
position and their subordinate staff, needed in order to appreciate and call forth their 
potential. 
From TQM perspective, `management' is about `doing things right' and `leadership' 
is about `doing the right things' (Bennis and Nannus, 1985; Juran, 1989). According 
to the writings of Mullin (1999: 233) `doing things right' relates to `efficiency' 
whereas `doing the right things' relates to `effectiveness' - managerial leadership is 
therefore about `doing the right things right'. This suggests that a functional 
relationship exist between `efficiency' and `effectiveness'. The literature also suggest 
that a major difference between the theories of leadership and the theories of 
management is that the former implicitly and explicitly involves bringing about 
desired change or challenging undesired change whereas, the later is merely about 
planning and controlling change (Clark, 1998: 143; Knight and Trowler, 2001: 3). 
According to Gretton (1995) there is a move away from leaders who obtain 
improvement results by close inspection and control of the actual task carried out by 
sub-ordinate staff towards leaders who obtain results by creating an enabling 
environment of coaching, support, motivation, and empowerment of sub-ordinates. 
This shift in leadership may be linked to the stages of evolution of approaches to 
quality from inspection and control to assurance and management - as depicted in 
Figure 1.6 below - which seems to recognise the importance of all staff as a strategic 
human resource. 
Figure 1.6 
The Stages of TOM Evolution and the Shift in Leadership Emphasis 
Source: Based on the work of Dale (1999). Oakland (1999). Kanji (2003) 
BEYOND TQM? - HIGH LEVEL INTEGRATION 
Total Organisational Excellence, Aspirations, Holism, Integration, Synergy. 
PREVENTION-BASED 
Assurance, Self-assessment, Strategic Quality Management, Total Quality Management 
INSPECTION-DETECTION-BASED 
Inspect, Detect, Corrective action, Compliance. 
Drucker (1989) believed that leadership consists of certain personality traits. 
However, research studies by Byrd (1940), Miles (1959), Jennings (1961), Krech et 
al. (1962), Ghiselli (1963), Stogdill (1974), Adair (1983) and Kotter (1990), suggest 
that leadership skills can be learned, developed, and perfected in order to make 
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leaders more effective at influencing staff behaviour and achievement of team goals. 
Leadership studies carried out in the 1960s by the Bureau of Business Research at the 
Ohio State University, and later by Likert (1961), Fleishman (1974), Blake and 
McCanse (1985) suggest that, leadership resides in a `task or production' function and 
a `maintenance or people' function and not in personality traits. These two major 
functions of leadership are consistent with McGregor's (1987) Theory X and Theory 
Y respectively, and draw attention to the effect of leadership styles on staff 
performance in a changing work situation. The impact of changing work situation led 
to the development of contingency or situational models of leadership by Fieldler 
(1967), Vroom and Yetton (1973), House and Dessler (1974), and Hersey and 
Blanchard (1993) based on the assumption that there is no single leadership style 
appropriate to all situations. The works of Likert (1961), Blake and Mouton (1985) 
and Belbin (1993) suggest that there is a greater need to understand staff needs and 
expectations in a changing work situation. This need is coupled with societal pressure 
for power sharing which have led to increased adoption of team leadership style or a 
participative democratic style of leadership, and created resistance against purely 
authoritarian or solo leadership style. Increasing organisational competitiveness and 
the need for the most effective use of human resources have led writers and 
researchers including Bums (1987), Nicholls (1988), Hunt (1992), Bass and Avolio 
(1994), Yukl (1994; 2002), Kreitner and Kinicki (1995), Taffinder (1995) and 
Greenberg and Baron (1997), to study `transformational leadership', which they 
argued is both desirable and necessary in competitive environments, and requires 
organisations to be capable of fast, radical change and those aspiring to be the best 
must be able to lead change rather than just follow it (Mullins, 2003). 
Brennan and Shah (2000: 1) argued that, traditional leadership culture in UK HEIs 
involves high levels of personal autonomy and does not embrace enthusiastically 
leadership styles with strong elements of conformity and regulation. As a result, 
decision-making processes in most HEIs are seen to be too slow to make the most of 
the opportunities that present themselves and insufficient capacity existed for taking 
advantage of such opportunities (Brennan and Shah, 2000: 1; Harvey, 2001: 42). 
Exploiting these opportunities according to Harvey (2001: 42) requires changes in the 
way academic business is handled, effective integration of deans of schools into top 
management, and leadership through empowerment. It suggests that the priority of top 
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management should be to speed up the decision-making processes by finding 
structures that would make the most of the multidisciplinary and interdisciplinary 
opportunities available. In summary, even though there are many alternative forms of 
leadership, the works of Lindquist (1978), Mullins (1999; 2003), Knight and Trowler 
(2001) suggest that, a people-oriented leadership style is more likely to lead to staff 
satisfaction, improved performance and group cohesiveness in most organisations 
including higher education institutions. 
Quality Improvement Policy and Strategy 
Studies on Policy and Strategy by Tills (1969), Rea (1989), Richardson and 
Thompson (1994), Lynch (1997), and Johnson and Scholes (2002; 2003), suggest that 
policy can be formalised within a framework of implicit and explicit strategy, which 
describes an institutions' sense of mission, purpose, plans and actions for its 
implementation. These studies also show that there is a clear relationship between 
organisational mission, principles and values, objectives and targets, policies and 
strategies (Etzioni, 1964; Simon, 1964; Mullins, 2003). The Mission i. e. the `reason 
for existence' or `overall purpose' of both old i. e. pre-1992 and modern i. e post-1992 
UK HEIs, is clearly expressed in terms of teaching, learning, scholarship and 
research, with some institutions either more focused on teaching or research (Scott, 
2001). Some argue that these mission areas are not mutually exclusive and may 
sometimes conflict with each other (THES, 2003h: 6-7). A mission statement is 
commonly expanded into a set of principles and values, which underpin the 
achievement of higher quality teaching, learning, scholarship and research (Oxford, 
2003a; Cambridge, 2003a; Derby, 2000b; Derby, 2003a; Sheffield Hallam, 2003a). 
According to the literature, quality improvement activities, for instance in the areas of 
teaching and research must be directed towards specific, measurable, achievable, 
realistic and timely i. e. SMART objectives and targets (Oakland, 2003). This allows a 
set of objectives and targets to be derived from the policies and strategies in order to 
regulate the behaviour of all staff involved in the quality improvement process. The 
literature also shows that the extent to which an institution successfully decides its 
quality improvement policies and strategies enables it to survive in an environment of 
limitless demand and finite resources. The ability to make strategic decisions helps to 
determine the nature of inputs, processes and outputs, and how these interact with the 
external environment (Brennan and Shah, 2000; Scott, 2001; Biggs, 2003). 
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Some academics and practitioners have argued strongly against the whole issue of 
setting quality improvement objectives and targets for public sector organisations 
including HEIs. These arguments according to some writers, weakens the base for 
effective policy and strategy deployment (Davies and Kirkpatrick, 1995). Empirical 
research by Brennan and Shah (2000: 1) confirms existence of two contrasting quality 
improvement policies and strategies. First, some institutions pursue policies based on 
the assumption that a causal relationship exists between `quality improvement' and 
`performance improvement' at the institutional level (Ho and Fung, 1994: 24; Kanji 
and Tambi, 1999; Oakland, 2000; Zairi, 2000a; 2000b). Cynics however dispute any 
positive correlation between quality improvement and performance improvement, and 
argue that the pursuit of quality improvement seriously undermines academic 
autonomy and the mission of HEIs (Ho and Fung, 1994: 24; Brennan and Shah, 
2000: 1). Despite the dispute about the nature of the association between `quality' and 
`performance', most academics and administrators agree that the accountability 
regime is here to stay, and that in an environment of resource constraints difficult 
choices have to be made on daily basis. This according to Harvey (2001) calls for 
constant monitoring of progress against agreed objectives and targets in order to meet 
both internal and external requirements for quality improvement 
Management of Staff in a Quality Management Context 
The works of Armstrong (1987), Torrington (1988), Clark (1993), Fowler (1987), and 
Guest (1987; 1989; 1991) show that, there has been much debate about the conceptual 
difference between `human resource management' (HRM) and staff or `personnel 
management'. There are two schools of thought, the first, believes that the terms are 
simply interchangeable, because personnel management has simply been re-titled to 
give it a more contemporary image (Guest, 1989); the second, school of thought, 
however, considers that, there is an essential difference, based on the argument, that: 
" HRM embraces a `strategic approach to personnel or staff management; the 
integration of staff on the basis of commitment and not mere compliance with 
instructions; and an organic, decentralised, structure (Kessler, 1993: 20); 
" HRM is a part of management concerned with the effective utilization of human 
resources, and conducted by all managers at strategic, tactical and operational levels of an organization. Staff or Personnel Management is therefore, a departmental or unit function, which ought to be seen as an integral part of HRM (Storey, 1992; Warner and Crosthwaite, 1995: 3) 
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This doctoral research thesis adopts the second school of thought, because it is 
contemporary and based on sound strategic human resource management principles. 
Contemporary thinking on `people management' in higher education, by Guest 
(1987), Seddon (1989), Waldman (1994), Powell (1995), Warner and Crosthwaite 
(1995), and Godfrey et al. (1998), suggest that more emphasis should be placed on the 
'soft' i. e. people aspects of quality improvement. The works of Garvin (1991), 
Kearney (1992), Pfeffer (1994), Wilkinson et al. (1998), and Beckford (2002), 
however, suggest that many organisations are placing more emphasis on tools and 
techniques5 i. e. the `hard' aspects during the formulation of quality improvement 
policy and strategy, than on the `soft' aspect. The `hard' aspect relates to `tangible' 
performance measures commonly associated with the views of scientific management 
theorists. In contrast, the `soft' aspect focuses on `intangible' performance measures 
relating to individual staff involvement in and commitment to quality improvement 
activities, a view commonly associated with the believes of human relation theorists. 
In the context of UK higher education, Warner and Crosthwaite (1995: 1), observed 
that, the human resource expenditure represents a substantial element of the budget of 
both pre-1992 and post-1992 universities. They suggested that top leadership at the 
chancellery and deanery levels should place emphasis on 'people' by strategically 
aligning human resource policies and strategies to quality improvement policies and 
strategies. Despite this emphasis on 'soft' elements in the literature, empirical 
research by Osseo-Asare and Longbottom (2002), concluded that not many UK HEIs 
take the 'people' aspects seriously - evident by low staff morale, high workloads and 
high staff-turnover. Advocates of integrated quality management practices including 
Professor Yoshio Kondo suggest that, the `hard' and `sofft' aspects need to be 
integrated in order to derive maximum benefits from synergies (Marchington and 
Wilkinson, 1996; Zairi and Peters, 2001; Kondo, 2001: 25). Some writers including 
Seddon (1989) and Dale (1999), however, cautioned against the rush to integrate the 
'hard' and 'soft' aspects, by acknowledging the potential tensions that might occur 
between the `hard' and `soft' aspects, when an attempt is made to integrate the two 
aspects. They were of the view that the desired change in attitude and institutional 
culture may not be achieved if the 'hard' and 'soft' aspects of quality management were 
to be integrated. 
"Tools and Techniques' in quality management terminology refer to verformance measurement devices' categorised as part of the 'hard' aspects of TQM (Dale, 1999). See Bibliographical Notes for comparison with Models and Quality Awards Criteria. 
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The works of Dale and Plunkett (1990), Oakland (1989), Marchington (1992), and 
Coyle-Shapiro (1993), suggest that each of the quality gurus place a rather different 
emphasis on the `soft' aspects of quality management. Crosby (1979), Juran (1988; 
1989; 1992) and Taguchi (1986), assigned a minimal role for employees in 
continuous improvement. Deming (1882; 1986), Feigenbaum (1956; 1983; 1991), and 
Ishikawa (1985) offer a more positive role for employees arguing that if individuals 
enjoy what they do, their motivation will be intrinsic, rather than extrinsic with the 
former being a prerequisite for continuous improvement. The direct involvement of 
employees in quality issues and how it relates to their own jobs is regarded as very 
important (Marchington et al., 1993). 
Job advertisements for academic and administrative positions in the Times Higher 
Education Supplement and The Guardian are becoming a series of short-term 
contracts and part-time work, and no longer a job for life (THES, 2003i; Guardian, 
2003a). Dale (1999: 209) argued that the principle of employment security is not 
undermined by a major collapse in the market, because the collapse necessitates 
reductions in the labour force. He argued that the main point is that job reductions will 
be avoided, wherever possible, and that employees should expect to maintain their 
employment with the institution. As a result, flexible employment is now a vital 
element of both corporate and UK competitiveness. HEIs are increasingly making use 
of group or team approaches to teaching and research with an emphasis on co- 
operation, participation and empowerment, in order to survive in the labour market. 
Studies on human resource practices by Pfeffer (1994), Marchington and Wilkinson 
(1996) and Godfrey and Wilkinson (1998), summed up the view that academic and 
non-academic staff should not be treated as a variable cost, but rather viewed as a 
critical resource in the long-term viability and success of a HEI. 
Financial and Non-financial Resources and Institutional Sovereignty and Autonomy 
This sub-section examines material resources, and how their deployment impacts on 
quality improvement activities in HEIs. These resources are broadly categorised into 
two in terms of whether or not they are financial or non-financial in nature. According 
to Barnes (1999: 162-190), financial and non-financial resources combine in different 
ways to secure institutional autonomy. He argued that, for HEIs to enjoy any 
significant degree of autonomy, they must be in the possession of considerable 
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resources, which are not, and cannot be controlled by others, and suggests, that, for an 
institution to remain relatively free to deploy resources available to it, external 
influence should never be allowed to lead to any significant degree of control (Barnes, 
1999: 162). This appears to suggest that a degree of external influence - in the form of 
government funding allocations and quality assessment - on the way in which 
individual HEIs deploy their resources is tolerable. This suggestion is based on the 
belief that government intervention is desirable in circumstances in which institutions 
are seen to be failing. 
Studies on Government Funding Policy by Williams (1991), Becher and Kogan 
(1992), Barnes (1999), and McNay (1999) clearly suggest that without an independent 
flow of financial resources a publicly funded HEI has no way of exercising 
sovereignty, and unless the inflow is substantial, its autonomy will be severely 
compromised. They also suggested that in the foreseeable future, the government 
would continue to use `quality' as a policy instrument for selective allocation of funds 
for teaching and research. The new Labour Government intends to remain the major 
source of funding for UK HEIs, conditional on delivery of higher quality teaching and 
research (Williams, 1999; DIES, 2003). In the context of the intensity of competition 
within the HE industry (Porter, 1998), prediction of the direction of government 
funding policy, according to Harris (1998), Barnes (1999) and Clarke (2003) depends 
on the bargaining power of the higher education sector which in turn depends on the 
extent to which the HE industry helps the government to achieve its key goals in the 
areas of International Competitiveness, Regional Regeneration, Widening 
Participation, and Lifelong Learning. 
In most HEIs, funding gaps, according to Williams (1999: 152), translate into 
increased budget deficits, which require reduction in expenditure on all areas of 
operation, including quality management activities. In reality, a `funding gap' is a 
`quality gap' where available operational resources are insufficient to sustain 
continuous quality improvement (Barnes, 1999; Williams, 1999). The debate about 
moving to full cost fees and top-up fees is still on-going, and according to Barnes 
(1999: 179), threatens to damage the quality of British higher education beyond repair 
and the capacity of the system to reverse its decline will have been very substantially 
diminished if not resolved. Some institutions in response to increasing government 
demand for greater diversity in their funding base, have generated more earned 
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income from what Clark (1983; 1998) identified as `third stream sources', for 
example, income from contracts and consultancy with targeted sectors of the business 
community and public sector bodies (Harvey, 2001: 45). 
Underlining the requirements for non-financial resources is a funding challenge. 
Shortfalls in funding, have seriously affected the ability of institutions to make 
adequate provision for their human resource requirements, maintaining the 
infrastructure and to effectively manage their estates (Barnes, 1999: 178). The present 
new Labour Government intends to reverse years of under-investment with an 
increase in investment to deal with the backlog in building and equipment for the next 
three years (DfES, 2003: 19). Most UK HEIs have pursued and continue to pursue a 
policy of developing and reconfiguring their estate in order to enhance the quality of 
the students' learning experience (Derby, 2003a; Oxford; 2003a). For instance at 
Sheffield Hallam (2003a) and Cambridge (2003a), the modernisation of critical 
elements in the learning and research infrastructure has been central to the 
advancement of the institution's mission to promote lifelong learning and develop as a 
centre of excellence in teaching and research. Lack of investment in new 
infrastructure, and lack of cash to maintain existing structures, over a long period of 
time, suggests that, financially weak HEIs will struggle to expand their teaching, 
research, recreational and administrative support space to cater for the increasing 
number of students; with very serious implications for increased investment in quality 
improvement activities (UUK, 2003: 9). 
Process Improvement for Quality Management 
Various studies on process improvement by Hammer (1990), Davenport and Short 
(1990), Hammer and Champy (1993), Born (1994), Zairi (1997), McCabe (1997), and 
Harrington (1987; 1998) suggest that continuous improvement in processes over a 
relatively long period of time, as suggested by the philosophy of TQM provides the 
basis for the more short-term radical change and improvement, suggested by the 
philosophy of Business Process Re-engineering (BPR) or Business Process 
Management (BPM). Research by Kanji and Tambi (1999: 144) and later by Osseo- 
Asare and Longbottom (2002: 26-36) confirmed that `processes' as a critical success 
factor (CSF) is ranked by most UK HEIs as being more important than `leadership'. 
Kanji and Tambi (1999) who are TQM advocates argued that it is strategically wrong 
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to rank leadership second to processes, because the most important factor in the 
successful implementation of TQM is the `total' commitment of top-leadership of the 
institution. A possible reason for the strategic error of judgement, appears to be based 
on the fact that, most institutions have for long been preoccupied with meeting the 
external requirements of the QAA and HEFCE which place more emphasis on 
`processes' rather than on `leadership' (Osseo-Asare, 2000; Osseo-Asare and 
Longbottom, 2001). This is underlined by empirical evidence provided by Brennan 
and Shah (2000) that, the academic culture in UK HEIs casts serious doubts on the 
possibility of gaining `total' commitment from the chancellery and deanery on the 
objective of quality assessment; an issue which is seen to be controversial because of 
the fear that the assessment process - if not carefully implemented - could undermine 
institutional autonomy and academic freedom. 
Many of the performance evaluation models for higher education are based on 
`systems thinking' which is discussed in detail below. For instance, Palfreyman 
(2001: 9-28) evaluated the performance of Oxford and Cambridge using an inputs- 
processes-outputs performance model. He saw a `process' as a `black box', which 
explains `what happens inside Oxford's stone-faced, oak-beamed listed buildings'. In 
that sense, leadership, policy and strategy, human resource management, and 
resources as explained above are all inputs into the `black box'. Studies on processes 
in higher education carried out by Kogan (1999) and Palfreyman (2001), identified 
academic processes e. g. the peer review process, administrative processes e. g. the 
process of handling students' complaints, and support-service processes e. g. student- 
support processes, as the key processes which impact on the quality of the output of 
the system of higher education expressed in terms of employable graduates, research, 
and social responsibility. 
Systems Theories of the Quality of Teaching and Learning 
The literature on `systems thinking' suggest that a `systems' approach to quality 
management offers a long-term solution to sustaining quality in higher education; 
primarily because it focuses directly on the assessment of the quality of `inputs', 
`processes' and `outputs' (Beckford, 2002: 176-190). The works of Jackson (1991), 
Flood and Jackson (1991) and later Flood (1993; 1996) on `systems thinking' reject 
the idea that, there is `one best way' of solving any quality related problem. They 
instead proposed that, each methodology has potential benefits in the context of a 
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particular organisation. This doctoral research study therefore, prescribes to the notion 
that, `contextual issues' are indeed very important for the successful implementation 
of any quality management `model', `self-assessment methodology', or `quality 
award criteria'. The fact that `context' is important suggests a critical review of the 
theories underpinning effective teaching and learning is necessary at this stage. 
Prosser and Trigwell (1998) identified Constructivism and Phenomenography as the 
two most influential theories on Teaching and Student Learning. These two theories 
according to Ginsberg and Opper (1988) and later Steffe and Gale (1995) have their 
origins in cognitive psychology and are similar because they both focus on the nature 
of students' learning activities or approaches, and place emphasis on the `meaning' 
created by the `learner' or student. 
Reference to Remenyi et al. (1998: 35), Saunders et al. (2003: 83-86) and Tashakkori 
and Teddle (1998), suggests that by placing emphasis on `meaning', constructivism 
and phenomenography - as applied to teaching and learning - is similar to 
interpretivism or social constructivism. Constructivism unlike Phenomenography is 
however, based on the assumption that, `what students or learners have to do' is more 
important than `what teachers do', to create or construct knowledge - the focus is on 
students' learning activities, rather than teachers' teaching activities. Teaching 
methods and styles, based on this theory are described as constructivist-driven 
teaching (Trigwell and Prosser, 1997). In contrast, the term phenomenography is 
derived from phenomenology, which according to Saunders et al. (2003: 250) is 
concerned about the `meaning ascribed to a phenomena'- in this way it is similar to 
interpretivism and social constructivism. Phenomenography-driven teaching - unlike 
constructivist-driven teaching - is based on the assumption that the students' or 
learners' perspective defines what is learned, not what the teacher intends should be 
learned - teaching is therefore, a matter of changing the learner's perspective of the 
world (Marton, 1981; Marton and Booth, 1997; Biggs, 2003: 12). 
According to Biggs (2003: 13), in order to improve the quality of teaching and 
learning, constructivism is more appropriate, because it provides a broad-based 
theoretical framework that is empirically sound, which helps teachers reflect on their 
teaching. Under constructivism, knowledge is not imposed or transmitted by direct 
instruction - it is constructed by the student's learning activities or approaches. 
Studies on students' learning activities by Marton and Saljo (1976: 4-11) identified 
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two types of approaches to learning: `surface' and `deep' approaches to learning. A 
`surface' or `superficial' approach to learning requires `passive' learning activities, 
such as `memorizing' facts and details, as presented by the teacher, in anticipation of 
examinable questions. A `deep' approach to learning however, requires `active' 
learning activities, including setting out to understand meaning of facts and details, by 
seeking to explain, relate, apply and theorize facts (see Table 1.6, below). The terms 
`surface' and `deep', therefore, do not describe characteristics of students but their 
approach to learning a particular task. According to Biggs (2003: 13), teachers should 
discourage surface learning, because, low cognitive level of engagement results in 
fragmented learning outcomes that do not convey the meaning as construed by the 
student; deep approach, however, should be encouraged, because it yields meaning as 
construed by the student. 
Table 1.6 
Students Learning Activities 
Source: Based on the work of Biggs (2003.4-5) 
Factors Surface Learning Deep Learning 
Level of Student Engagement Low Cognitive Level High Cognitive Level 
Student Activity Required Passive Learning Active Learning Activities: 
Activities: 
Theorizing; 
Note-Taking; Applying; 
Memorizing; Relating; 
Describing Explaining. 
Student's Ability Non-academic Academic 
What students construct from a learning encounter depends on their motives and 
intentions, on what they know already, and on how they use their prior knowledge - 
meaning is therefore personal, from a constructivist point of view; however, what is 
common is the alternative, where, meaning is transmitted from teacher to student, as 
suggested byphenomenography-driven teaching (Biggs, 2003: 13). 
The quality of teaching and learning, from a systems theorist's perspective, is 
concerned with the quality of inputs (human and physical resources), the quality of 
processes (teacher-learner interaction) and the quality of outputs (graduates skills and 
knowledge) (Romizowski, 1981; Green, 1994: 9). Dunkin and Biddle (1974) proposed 
a systems model of teaching, later extended to include learning, by Biggs (2003: 18) 
(see Figure 1.7, below), which describes the objectives of teaching at three stages of 
learning: Before Learning; During Learning; and After Learning has taken place. The 
model shows that, the overall objective of improving the quality of teaching is to 
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improve the quality of learning. The heavy arrows show that, students' and teachers' 
motivational factors, jointly determine the learning approach a student may use for a 
particular task, and that in turn determines the learning outcomes - which may be 
measured in quantitative or qualitative terms. The light arrows connect everything to 
everything else, and include student feedback (Biggs, 1993). 
Figure 1.7 
A Teaching and Learning Model 
Source: Adapted from Dunkin and Biddle (1974)Green (1994)and Biggs (2003718-19) 
INPUTS PROCESSES OUTPUTS 
Before Learning During Learning After Learning 
STUDENTS' 
MOTIVATIONAL 
FACTORS STUDENTS' LEARNING 
Interest APPROACH TO OUTCOMES 
Prior knowledge LEARNING 
Ability Quantitative 
Commitment Teaching & Outcomes: facts, Assessment Methods knowledge, skills Must Encourage Deep 
Learning Qu lit ti a a ve 
TEACHERS' Teaching & Outcomes: structure, 
MOTIVATIONAL Assessment Methods 7! transfer, employability FACTORS Must Discourage 
Interest Surface Learning 
Outcomes: 
Curriculum 
Stud Student Feedback and 
Teaching methods 
Involvement 
Assessment methods 
The Quality of Inputs: Teachers and Students Motivational Factors 
The input motivational factors identified by Dunkin and Biddle (1974), Perry (1988) 
and Biggs (2003: 18), interact at the process level to determine whether or not 
students' are likely to adopt surface or deep approach to learning. These factors are 
known to sustain the motivation of teachers and students at the three stages of the 
learning process i. e. before, during and after learning takes place (see Table 1.7 
below). Perry and Smart (1997) provided empirical evidence to confirm that some 
teachers have poor teaching records because of their inability to effectively 
communicate their knowledge to students before learning takes place. They argued 
that evidence of poor teaching, were ignored, where students compensate for the poor 
quality teaching they sometimes received by adopting a deep approach to learning at 
the `process' stage, when learning is taking place. According to Biggs (2003: 18), a 
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student with little prior knowledge of the topic will most likely adopt a `surface' 
approach to learning, even where the teacher is well motivated. Another student who 
already knows a great deal about the subject, and is taught be a well-motivated 
teacher, will most likely use a `deep approach'. He however, suggested that it is 
inappropriate to write off particular students as `surface learners' and others as `deep- 
learners' because there are no rigid categorisations. 
Table 1.7 
Input-Process-Output Factors 
Source: Based on the works of Dunkin and Biddle (1974). and Biggs (2003: 18-20) 
Stages of Learnin Students' Motivational Factors Teachers' Motivational Factors 
INPUTS 
Interest in Subject or Topic Individual Expertise in Subject or Topic 
Before Learning Takes Place Prior Knowledge about Subject or Topic Ability to Communicate Knowledge 
Individual Ability Teaching Climate 
Level of Commitment Methods of teaching and assessment 
PROCESSES 
During Learning i. e. When Surface Approach to Learning Level One - Level Two Theories of Teaching 
Learning is Taking Place Deep Approach to Learning Level Two - Level Three Theories of 
Teachin 
OUTPUTS 
Knowledge or Facts Knowled e Transmission 
After Learning has Taken Place Skills Acquired Individual Contribution 
A student, who finds out that `surface' learning approach is not suitable for a 
particular task, may quickly adopt a `deep approach to the task, in order to achieve 
stated learning outcomes (Biggs, 2003: 18-19). With increasing rates of participation, 
the nature of the student body has become more varied, albeit, more in relation to the 
educational backgrounds they have experienced than to the innate talent they possess. 
Consequently, teaching will have to be highly skilled and appropriate to the diverse 
needs of the population (Perry and Smart, 1997). This appears to suggest that the 
nature of teaching and learning needs to be varied and versatile in order to encourage 
all students to adopt a deep approach to learning in the production of knowledge. 
The Quality of Processes: The Teacher-Learner Interaction 
Reflective Teaching and Reflective or Action Learning are effective and proactive 
theories of teaching and learning, based on the works of several researchers and 
writers with valuable experience in higher education. They include, Schon (1983), 
who dealt with the whole question of improving teaching processes by reflection, 
using examples from several professions; Brockbank and McGill (1998), who used 
Schon's (1983) Model to set up situations to promote reflection with colleagues; 
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Cowan (1998), who distinguished between reflective teaching and reflective learning; 
Kember (2000), dealt with how the quality of Teaching and Learning can be improved 
using Reflective Teaching and Action Learning, and Ho (2001), showed that 
reflective teaching and learning are linked to teaching and learning practices 
The processes of teaching and learning take place in an interactive system, in an 
institution with a particular mission statement, in a department that has a particular 
climate and philosophy, and involves interaction with other teachers and/or students, 
who may have different interests (Biggs, 2003). Even though some argue that teachers 
or students need to teach or learn in a way that, they can personally sustain and 
justify, more is achieved if they work together as a team, where every member is 
encouraged to adopt `deep' approach to learning, rather than a `surface' approach 
(Marton and Saljo, 1976; Entwistle and Ramsden, 1983; Biggs, 1987; Kember, 2000). 
The theories of reflective teaching and action learning, encourages both teachers and 
students to see the processes of teaching and learning as ongoing, cyclical, which 
require a teacher and a student to ponder over how they are handling teaching and 
learning; and how they might handle it more effectively. It adds cumulatively to their 
store of knowledge about themselves and of each other (Biggs, 2003: 259). 
Dunkin and Biddle's (1974) systems model shown in Figure 1.7 above, is based on 
three theories of teaching, which are dependent on three determinants of learning, 
applicable to the `process' of teaching `during learning'. These determinants are (1) 
what students are; (2) what teachers do; and (3) what teachers and students do - in 
ascending order of abstraction (see Table 1.8, below). Level One Theory of teaching 
and learning may be described as a `reactive' theory, which encourages `surface' 
learning. Level Two Theory is less `reactive' and less `proactive', which encourages 
some degree of `deep' learning; Level Three Theory is the most effective, because it 
is `proactive' and `reflective', and encourages all students to adopt a `deep' approach 
to learning. Dunkin and Biddle's (1974) model, depicts classroom teaching and 
student learning as an interactive processes, in which students' and teachers' input 
motivational factors, mutually determine ongoing deep and surface learning activities. 
The quality of learning processes in turn determines the quality of learning outcomes. 
For instance, students who use deep learning processes are known to achieve 
`excellent' `learning outcomes' defined in terms of assignment or examination grades 
(Perry and Smart, 1997; Biggs, 2003). The two main objectives of effective teaching 
osseo-asare jr., a. e. (2004) chapter one 51 
introduction & literature review 52 
are therefore; first, to maximise the chances that students will use a deep approach; 
second, to minimise the chances that they will use a surface approach. That means 
adopting a Level Three Theory of Teaching and Learning as explained in more detail 
later below. 
Table 1.8 
The Three Theories of Teaching and Three Determinants of Learning 
Source: Based on the works of Dunkin and Biddle (1994) and Biggs (2003) 
Ascending Order 
of Abstraction THEORIES OF TEACHING PROCESSES DETERMINANTS OF LEARNING 
Level One The Role of TEACHERS is to Display What Students Are: The focus is on the 
Theory INFORMATION STUDENT rather than the TEACHER. The Role 
of STUDENTS is to absorb the 
INFORMATION. If students do not have the 
ability or motivation to absorb information 
correctly, that is not the TEACHERS problem, 
but that of the Student. 
This encourages Surface Approach to Learning 
Level Two The Role of TEACHERS is to Explain What Teachers Do: The focus is on the 
Theory CONCEPTS and PRINCIPLE in the TEACHER, rather than the STUDENT. This may 
INFORMATION presented. To do this requires encourage some students to use Deep approach to 
Skills, Techniques and Competencies. It is more Learning. 
reflective and sophisticated than Level One 
Theory. 
Level Three The Role of TEACHERS is to Encourage What Teachers and Students Do: The focus is 
Theory appropriate Learning Activities. The task of on both TEACHERS and STUDENTS. Teachers 
Quality Teaching is two-fold. First, to maximise must help Students adopt a Deep approach to 
the chances that STUDENTS will use a DEEP Learning rather than a Surface approach. 
approach to Learning. Second, to minimise the 
chances that STUDENTS will use a SURFACE 
approach to Learning. 
The three theories of teaching and learning are in order of increasing complexity and 
sophistication. Teachers tend to hold these theories at different points in their teaching 
career, some progressing to Level Three (the most complex and sophisticated), others 
staying at Level One or Two (Biggs, 1996a/b). These theories describe a sequence in 
the development of teaching skills: a route map towards teaching excellence (see 
Table 1.9, below). At Level One, the teaching process aims at transmitting 
information, usually by lecturing - so differences in learning are due to differences 
between students in ability, motivation, what sort of school they went to, `A'- Level 
Results, and their innate approaches to learning (Biggs, 2003: 21). Teaching processes 
are directly linked to learning processes and selective assessment processes for sorting 
good students from the bad after teaching is over (Biggs, 2003: 22). Level One Theory 
teaching and learning is so widely accepted that delivery and assessment systems are 
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based on it. It represents a one-way delivery mechanism based on the assumption that, 
the teacher is the knowledgeable expert who expounds the information the students 
are to absorb and to report back accurately, according to their ability, their motivation, 
even their ethnicity (Biggs, 2003: 22). The curriculum is seen as a list of items of 
content to be expounded, how students receive the content and what their depth of 
understanding of it might be are not specifically addressed (Biggs, 2003: 22). It is a 
reactive, passive, unreflective and comfortable theory of teaching. If students do not 
learn, it is not that there is anything wrong with the teaching, but that they are 
incapable, unmotivated, foreign, or some non-academic defect, which is not the 
teacher's responsibility to correct. 
Table 1.9 
Three Innut Motivational Factors and Three Theories of Teaching and Learning 
Source: Based on the works of Dunkin and Biddle (1974). Trigwell and Prosser (1996) and Bins (2003) 
Order of 
Increasing Input Motivational Theories of Teaching and Learning 
Complexity Factors 
Level One Students' Motivational Blame-the-Student Theory: 
Factors Learning as a Function of Individual Differences between Students' 
Motivational Factors. Level One Teachers see their responsibility as 
knowing their Subjects well, and clearly expounding it. Thereafter, it is up to 
the Student to Attend Teaching Sessions, Listen carefully, Take Notes, Read 
References, Remember Material for Assessment. 
Level Two Teachers' Motivational Blame-the-Teacher Theory: 
Factors Learning is a Function of Teaching 
Level Three Effect of Teacher-Student Blame-sharing Theory: 
Interaction Learning is a Function of Students Learning Approach derived from their 
Motivational Factors and those of their Teachers 
Level Two, teaching and learning processes focus on teachers' and students' 
motivational factors, and aim at transmission and understanding of complex 
information in the form of concepts and principles (Prosser and Trigwell, 1998). The 
responsibility of getting such complex information across to students rests to a 
significant extent on `what the teacher does' and to a small extent on `what the 
student does'. The teaching and learning processes, require an armoury of teaching 
and learning skills, than Level One processes (Biggs, 2003: 23). The focus is entirely 
teacher-centred it is about `what the teacher is doing', not about `what students are 
learning'. It is a `blame-the-teacher' theory of teaching, based on teacher deficit, 
which is often preferred by administrators because it provides a rationale for making 
personnel performance appraisal decisions (Biggs, 2003: 23). 
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Level Three Theory of Teaching and Learning focuses on all the core processes in the 
system, in particular students learning processes linked to teaching processes. It is 
therefore, a systemic and student-centred view of teaching, which sees teaching 
processes as supporting learning processes (Gow and Kember, 1993). It is not `what 
teachers do' it is `what students do' that is more important (Biggs, 2003: 24). Level 
Three, teaching and learning makes use of teaching techniques that are linked to 
learning processes, which in turn are linked to specific learning outcomes. It is not 
just about facts, concepts and principles to be covered and understood, but also about 
what it means to understand content correctly and what kinds of teaching and learning 
activities are required to receive the required levels of understanding (Biggs, 
2003: 24). Defining levels of understanding is basic to clarifying curriculum 
objectives, and getting students to understand at the level required is a matter of 
getting them to undertake the appropriate learning activities. Assessment is a way of 
checking that, students' understandings and performances are what are desired. Level 
Three Teachers are those who create teaching environments to which students react 
by tuning their approaches to learning to suit the teaching environment. 
The Quality of Teaching and Learning Outputs 
Shuell (1986) argued that desired teaching and learning outcomes can be effectively 
achieved if teaching processes get students to actively engage in learning processes 
aligned to the desired learning outcomes. He puts forward his view clearly in Shuell 
(1986: 429): 
"If students are to learn desired outcomes in a reasonably effective manner, then the teacher's 
fundamental task is to get students to engage in learning activities that are likely to result in their 
achieving those outcomes" (Shuell, 1986: 429). 
Level One teaching and learning processes, are founded on quantitative thinking, 
about teaching and learning which manifests itself in quantitative assessment practices 
(Cole, 1990; Marton et al., 1993). Teaching and Learning Outcomes are quantified 
into units of knowledge of equivalent value: a word, an idea, or a point (Biggs, 
2003: 22). The correct ones are counted and converted by a common currency, usually 
a percentage, to make them interchangeable. The variability in teachers' performance 
and students' learning outcomes, are directly attributable to their individual 
motivational factors. Level Two processes focus on achieving a mix of quantitative 
and some qualitative outcomes (Biggs, 2003: 23), which manifests itself in both 
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quantitative and qualitative assessment procedures. The assessment processes or 
procedures usually include the use of Students and Staff Satisfaction Surveys. Level 
Three outcomes focus on achieving the right balance between quantitative and 
qualitative outcomes derived from core teaching and learning processes (see Table 
1.10, below). 
Table 1.10 
The Balance of quantitative and Qualitative Outcomes from Teachina and Leamine Processes 
Source: Based on the works of Cole (1990). Marton et al. (1993) and Bins (2003) 
Core Teaching and 
RELATIVE IMPORTANCE OF 
TEACHING AND LEARNING OUTCOMES 
Learning Processes at 
Different Levels QUANTITATIVE QUALITATIVE 
Level One Extremely Not 
Level Two Highly Less 
Level Three Highly Highly 
Quantitative and Qualitative Assessment of students, through examination and viva 
voce, is a way of checking that students' understandings and learning outcomes are 
what are desired. Good student learning outcomes, therefore, depends both on 
student-based factors - ability, appropriate prior knowledge, clearly accessible new 
knowledge - and on the teaching context, which includes teacher responsibility, 
informed decision-making, leadership and good management (Biggs, 2003: 25). 
According to Perry and Smart (1997), potential employers who regard graduates as 
output from the HE system, are beginning to ask why the HE system has not used its 
own resources more effectively to develop appropriate knowledge and skill in its 
graduates. They argued that potential employers are no longer tolerating graduates 
who have a `well rounded and trained mind' but whose knowledge and skills are 
unrelated to the needs of their businesses. This suggests that, training such generalist 
graduates would absorb large quantities of time and resources within the company. 
From the above review of relevant literature, we can see that, a systems approach by 
focusing on whole system of quality management offers a long-term solution to 
sustaining academic quality improvement. The next sub-section will apply systems 
thinking to research and scholarship activities in UK higher education institutions 
(HEIs). 
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Systems Theories of Quality of Research and Scholarship 
University-based Research is a major driver for economic growth and is required to 
sustain a knowledge-based economy; there is therefore a need to develop research 
policies and strategies to encourage growth in new knowledge (Bushaway, 2003: 7). 
As was the case under the previous section, which dealt with the Theories of Teaching 
and Learning, this section examines the quality of university-based research in terms 
of systems thinking, by reviewing first, the quality of inputs into research processes; 
second, the quality of research processes themselves; and third, the quality of outputs 
from research processes. 
The works of Dunkin and Biddle (1974), Ackoff (1981), Romizowski (1981), Biggs 
(1993), and Bushaway (2003), on systems thinking, suggest that an inputs-processes- 
outputs model for research quality management can be developed, based on 
identifiable inputs, processes and outputs, as illustrated in Figure 1.8 below. 
According to these writers and researchers, improving the quality of research 
outcomes for a particular academic discipline, raises fundamental questions about 
how core research processes are integrated, in an environment of scarce research 
resources. 
Figure 1.8 
Systems Approach to Research Quality Management 
Source: Based on the works of Dunkin and Biddle (1974). Biggs (1993). Bushawav (2003) 
INPUTS CORE PROCESSES OUTPUTS 
Influences on Processes 
H 
Doing Research 
P 
Research Outcomes 
" Research Leadership 
" Research Policy & Strategy 
" Research Resources 
" Researchers 
" Research Planning 
" Research Coordination 
" Research Support 
" Research Management 
" Research Processes 
" Process of Formulating Strategies 
" Collaborative Research Processes 
" Peer Review Process 
" Self-Assessment Process 
" Process of Switching Resources 
" Research Publications 
" Research Incomes 
" Consultancy 
" Intellectual Property 
" Postgraduate Supervision 
" Partners & Collaborators 
" Number of Citations 
" International Excellence 
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The model shows inputs as factors acting upon core research processes; the core 
processes in turn provide the framework for delivering excellent research outcomes. 
Before reviewing each part of the model in detail, the term `research' and how it is 
linked to `scholarship' will first be examined. This will be followed by a review of the 
key inputs into and outputs from core research processes. 
Meaning of the Terms `Research 'and `Scholarship' 
The works of Dearing (1997), Churchill and lacobucci (2002), Remenyi et al. (2003), 
Cohen et al. (2003), Saunders et al. (2003), and Bushaway (2003: 4-7,142), show that 
the term `research' - which is usually coupled with the term `scholarship' or 
`scholarly activities carried out by academic staff - may be generally defined as a 
systematic process of investigation or enquiry, driven by intellectual curiosity and a 
sense of innovation and discovery, resulting in the production of new or improved 
knowledge for the creation of a `knowledge-based economy' to increase productivity 
and to generate wealth for the individual and the state. Indeed, Bushaway (2003) 
provides an all-embracing definition of `research' as follows: 
"The process of undertaking or carrying out original investigation in all its forms: analysis, 
innovation, experiment, observation, intellectual enquiry, survey, scholarship, creativity, measurement, 
development, hypothesis, modelling and evaluating with a view to generating new knowledge or novel 
comprehension " (Bushaway, 2003: 142). 
The definition sees 'research' as a 'logical process' comprising of different forms of 
investigation or enquiry. Robert W. Bushaway in his recent book: Managing 
Research, extended the definition of `scholarship' to include the synthesis and routine 
testing and analysis of existing knowledge (Bushaway, 2003: 18-19). The above 
definition suggests that the linkage between `research' and `scholarship' on one hand, 
and between `research' and `teaching' on the other hand needs to be well understand 
in order to sustain teaching and research quality improvement in a cost-effective 
manner. The Frascati definitions and types of `research' and `scholarship' - which 
were put forward by the Organization for Economic Cooperation and Development 
(OECD, 1998) - identified three categories of `university-based research'. These are 
Basic Research, Generic Research and Applied Research as defined in Table 1.11 
below. These definitions suggest that, the quality of research `inputs', `processes', and 
`outcomes' depends on a clear definition and categorisation of the term `research', 
and `scholarship' prior to research or scholarly activities commencing. 
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Table 1.11 
Definitions and Types of Research and Scholarship 
Source: Based on OECD (1998)Bushaway (2003) 
RESEARCH SCHOLARSHIP 
BASIC GENERIC APPLIED APPLIED CONTRACT OTHERS 
Pure or Strategic Research Specific or Synthesis and Knowledge-based Inventions, 
Experimental or Practical Research Testing of Consultancy Innovations 
Theoretical Existing 
Research Knowledge 
Original Original Original Original Original work 
investigation investigation investigation Original investigation 
evolved from investigation evolved from 
Basic Research evolved from Basic Generic, and 
Applied Research Applied Research 
New New Knowledge New Knowledge New or New or New or 
Knowledge substantially substantially substantially 
improved improved improved 
Knowledge Knowledge Insights 
No particular Practical Practical Practical Theoretical and 
Application Applications Applications Applications Practical Practical 
Possible and Possible and Applications Implementation 
Feasible but Feasible and Possible and of Knowledge 
cannot yet be already specified Feasible but not all 
specified can be specified 
Bases of Research Organisation at the Micro and Macro Levels 
Before turning attention to the quality of research `inputs', `processes' and outputs, it 
is useful to look at the basis on which research is organised in most UK HEIs, at both 
the micro and macro levels of the institution. At the micro level, for instance at the 
departmental or school level, research is organised in units - described by some as the 
`Units of Research' or `Research Units'. Bushaway (2003: 143) describes a `Research 
Unit' as being equivalent to a `team or group of researchers', organized as a centre, 
department or school, with an operational budget, within which different research 
activities including teaching and learning are carried out in an integrated manner. 
The team of researchers pursue different `research themes', each varying according to 
their relative importance, the number of individual research projects, and relative 
amount of resources allocated to them. A `research theme' is usually represented by a 
portfolio of several individual research projects, some are unique to the theme, others 
may be closely related to other research themes within the Research Unit; some will 
even cross unit boundaries, and involve collaborative work with one or more 
Research Units, in their successful development (Bushaway, 2003: 144). The need for 
collaborative work, where research projects cross unit boundaries has led to increased 
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emphasis on collaborative research between disciplines in the UK. Some have argued 
for single discipline research, because of the natural allegiance to disciplines. They 
argued that in a world of complex knowledge one person can only know a lot about 
one subject, as such research specialization in one subject, ought to be encouraged. 
Those in favour of multidiscipline research, base their argument on the recognition 
that, research applications often require research approaches drawn from several 
disciplines or from the interfaces between disciplines (Bushaway, 2003: 25). 
Some UK HEIs have since the late 1970s, attempted to overcome the tendency to 
narrow research specialization, by implementing horizontal research structures rather 
than vertical structures. The establishment of `research centres' to focus on different 
subjects or research themes, represents a horizontal research structure, bringing 
together researchers from different disciplines (Becher, 1989: 1). These horizontal 
research structures have often led to the development of new or emerging single 
disciplines or relatively narrow research themes. Other horizontal research structures 
have favoured interdisciplinary networks, which extend beyond individual institutions 
to encouraged interdisciplinary research and teaching. 
Some researchers and writers including, Bushaway (2003: 25-27) identified three 
forms of `research' collaboration explained in Table 1.12 below. These are (1) Inter- 
disciplinary Research work, (2) Multi-disciplinary Research work, and (3) Trans- 
disciplinary Research work. Table 1.12 is self-explanatory and includes collaboration 
in `scholarship' or `scholarly' activities. What stands out clearly from Table 1.12 is 
that there is a move from `single' discipline research and scholarship to collaborative 
research in two or more disciplines - that is from `single' to `multiple' disciplinary 
approach to research and scholarship. This has serious implications for the effective 
management of collaborative partnerships, and consequently, the quality of `inputs', 
`processes', and `outputs'. The literature in particular the works of Bushaway (2003) 
clearly suggest that, effective management of research at the micro or unit level is 
essential for maintaining the management of research and scholarship functions at the 
macro or strategic level of HEIs. They also suggest that, for an institution as a whole 
to maintain excellence in research outputs, it needs to put in place cost-effective 
structures and systems, which will sustain continuous improvement of research 
quality in all areas. The paragraphs below deal with some of the key factors, which 
impact on the quality of research `inputs', `processes', and `outputs'. 
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Table 1.12 
The Three Forms of Collaborative Research and Scholarship 
Source: Adapted from Bushaway (2003) 
INTERDISCIPLINARY MULTIDISCIPLINARY TRANSDISCIPLINARY 
Interface Research or Scholarship Integrated Research or Scholarship Triangulatory Research or Scholarship 
Two or More Disciplines Two or More Disciplines Two or More Disciplines 
Research or Scholarship: Basic, Generic, Research or Scholarship: Basic, Generic, Research or Scholarship: Basic, Generic, 
Applied etc. Applied etc. Applied, etc. 
Interface Between at least Two Bringing together Core Theory and Application of Tools and Techniques, 
Disciplines e. g. Academic, Practice from each separate Discipline and Findings from each separate 
Administrative and Support-service Discipline 
Quality Management 
Example: Example: 
Example: Disciplines: D. 1, D. 2, and D. 3 Disciplines: D. 1, D. 2, and D. 3 
Disciplines: D. 1, D. 2, and D. 3 Integration of Core Theory and Practice: Triangulation of Tools, Techniques, 
Interfaces: A, B, C, and D D Findings 
D. 1 
D. 1 A D. 2 D. 2 
D D. 1 
BC D. 3 
D D. 2 D. 3 
D. 3 
The Quality of Research Inputs, Processes and Outputs 
The works of Warren (1994), Warner and Crosthewaite (1995), Watson (2000), 
Knight and Trowler (2001), Palfreyman (2001), Biggs (2003) and Bushaway (2003), 
identified key internal factors, which are critical for improving the quality of research 
inputs, processes and outputs in a higher education environment. They also gave 
examples of good practices associated with these factors (see Table 1.13, below). 
High quality research leadership, as an example of inputs into core research processes, 
such as planning, coordination and support processes, demands that leaders 
effectively communicate research goals, objectives, policies and strategies to all 
members of their research team; and to have in place the research infrastructure 
necessary for success in their fields. Group dynamic theory tends to indicate that 
around 10 individuals bringing a balance of skills to the task, makes an effective team, 
but leadership must be flexible enough to encourage groups to form, grow, change, 
interact, decline, transform and reform as fluidly as possible, on the basis of research 
performance measured against objective benchmarks (Bushaway, 2003). Effective 
research and human resource managers - as key inputs into research processes - are 
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described as those who successfully implement research and human resource 
strategies, relating to specific research projects within a research theme (see Table 
1.13 below). 
Table 1.13 
Internal Factors Impacting on the Quality of Research Inputs. Processes and Outputs 
Source: Based on the works of Bushaway (2003) 
INTERNAL FACTORS AND GOOD PRACTICES 
A Inputs Factors and Examples of Good Practices 
I Research Leadership or Champions 
CommunicatinGoals, Objectives, Policies and Strategies 
Establishing the requisite research infrastructure and environment for Research Unit 
2 Research Management 
Successful implementation of research policy and strategy 
Control and coordination of specific research projects, within a Research Theme 
3 Human Resource Management 
Enabling, facilitating and nurturing researchers 
Offering advice and guidance on research and funding opportunities 
B Core Processes and Examples of Good Practices 
4 Research Support Process 
Research Information Management 
Management of Research Funds 
5 Research Planning Process 
Formulating Research Strategy 
Integrating unit strategies with overall strategies in line with available resources 
6 Research Coordination Process 
Balancing resources and matching them to priorities and projects 
Coordination of policy and procedures and strategy-setting 
C Output Factors and Examples of Good Practices 
7 Return on Investment in Research Infrastructure 
Meeting Requirements of External Funding Bodies 
Meeting Req uirements of Internal Stakeholders 
8 Social Responsibility 
Meeting Requirements of External Funding Bodies 
Meetm Requirements of Internal Stakeholders 
Researchers are those actually doing research as part of one or more finite research 
projects, an ongoing research programme, or simply in the context of a research 
career within a specific field. A research programme may consist of different periods 
of research carried out in a centre, department or school in the institution or beyond in 
other research organisations. According to Bushaway (2003: 141), researchers might 
include: undergraduates; postgraduates; contract research staff; research fellows; 
research-active academic staff; visiting researchers, attached scholars or partner 
representatives; support staff (non-academic or academic-related staff employed to 
enable research to be carried out). There are no ideal or perfect number for the 
researchers in a research unit; larger teams are necessary for some research projects or 
themes; others depend on a critical mass of researchers to be effective; while in others 
the tradition of the independent and individual scholar persists (EPSRC, 1997; 
Bushaway, 2003: 144). 
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A key task faced by research planning, coordination and support processes is how a 
research unit is allocated its resources across a number of distinct themes; this is 
achieved in terms of their relative importance and resource requirements, in order to 
define what research is to be carried out and to assign resources which can be 
measured against specific research outcomes (Bushaway, 2003: 144). The resources 
allocated to individual research themes, usually includes: staff; accommodation; 
equipment and other facilities; other recurrent and non-recurrent resources 
(Bushaway, 2003: 144). A difficult task is how to manage the process of closing down 
a particular unit of research or themes within it and switching resources to other units 
of research teams when a specific research area has ceased to be productive 
(Bushaway, 2003: 145). The individual higher education institution must decide the 
method for allocating its resources for research and, therefore, the number, size and 
range of units, which undertake research. 
An important aspect of the research support process relates to `mode of funding 
research', which is essentially, determined by the research funder or sponsor. Only 
research funded internally by the university from its own trading activities and 
investments or by that stream of funding from its government-funded allocation can 
be deemed to be entirely free of conditions or requirements by external agencies 
(Bushaway, 2003: 20). Three principal modes of external funding have been applied to 
university-based research; these are categorised as follows: 
(1) University-Managed Research; 
(2) Funder-Managed Research; 
(3) University-Funder Managed Research. 
These 'three' principal modes are explained in Table 1.14, below. For instance, on one 
extreme is the `university-managed' mode of funding, which requires the university to 
select research themes within the remit of funding bodies; and to be directly involved 
in the management of individual research projects under each theme. On the other 
extreme is the `funder-managed' mode of funding, which requires the funder or 
sponsor to specify the research theme and research projects it expects the university 
researchers to focus on, for a specified amount of grant, over specified duration, and 
based on agreed guidelines. The `university-funder' mode falls between the two 
extreme positions. 
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Table 1.14 
The Three Principal Modes of External Funding for University-Based Research in The United Kingdom 
Source: Based on the work of Bushaway (2003: 19-20) 
Universi -Managed Funder-Managed Universi -Funder-Managed 
University directs or manages the Funding Body directs or manages the University and Funding Body direct or 
Research Research. Cooperation and Collaboration manage the Research mutually 
are encouraged between Researchers contracted under a specific, well-defined 
set of conditions and requirements 
Research Theme selected by the Designated Research Theme or Contractor designates Research Theme 
University must be within remit of Programme from Funding Body with against a fixed timescale with measured 
Funding Body fixed or specific objectives and duration, outputs and attainments 
with guidelines. 
Research Proposal to focus on specified 
Research Proposal to focus on highly Research Proposal to focus on highly intellectual property 
innovative and speculative ideas innovative and practical ideas 
Peer Review assesses QUALITY of Peer Review assesses QUALITY of the Peer Review assesses QUALITY of the 
the Research Research, often in conjunction with Research in conjunction with contractors 
Programme Manager and a Steering 
Board. 
Applicable to Basic Research Applies to Basic, Generic and Applied Applicable to Generic and Applied 
Research Research 
Funding in the form of GRANTS Funding in the form of GRANTS Funding in the form of GRANTS 
As in the case of the quality of outputs from core teaching and learning processes, the 
quality of outputs from core research processes may be expressed in terms of 
`quantitative' or `qualitative' outcomes. For instance, examples of `quantitative 
outcomes' include: number of research publications; annual research incomes, which 
is a measure of return on investment in infrastructure; number of patents; and number 
of citations. `Qualitative' outcomes turn to measure the `level of satisfaction' derived 
by clients from consultancy work; by students from research supervision; and from 
society's perception on the performance of the higher education institution in terms of 
dealing with environmental problems resulting from research activities. 
Summary of Internal Factors impacting on Quality 
Sub-section [C] identified internal factors impacting on teaching and research quality 
management practices in UK higher education institutions (HEIs). These 'internal' 
critical success factors are outlined below under 'four' broad categories: 
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(1) Leadership, Policy and Strategy; 
(2) Financial and Human Resources for Quality Management; 
(3) Process Improvement for Quality Management; 
(4) Systems Thinking 
" Leadership, Policy and Strategy for Quality Management 
Even though there are many alternative leadership styles, Knight and Trowler (2001) 
suggest that a people-oriented leadership style is more likely to lead to staff 
satisfaction, improved performance and group cohesiveness in higher education 
institutions. Empirical research by Brennan and Shah (2000: 1) suggest that, policy 
can be formalised within a framework of implicit and explicit strategy, which 
describes institutions' sense of mission, purpose, plans and actions for 
implementation. 
" Financial and Human Resources for Quality Management 
According to Williams (1999: 152), in most UK higher education institutions, funding 
gaps' translate into a `quality gap' where available operational resources are 
insufficient to sustain continuous quality improvement. Shortfalls in funding have 
seriously affected the ability of individual higher education institutions to make 
adequate provision for their human resource requirements, maintaining the 
infrastructure and to effectively manage their estates (Barnes, 1999: 178). 
" Process Improvement for Quality Management 
Kanji and Tambi (1999: 144) and later by Osseo-Asare and Longbottom (2002: 26-36) 
confirmed that process' is ranked by most UK higher education institutions as being 
more important than 'leadership'. Kanji and Tambi (1999) argued that it is 
strategically wrong to rank leadership second to processes, because the most 
important factor in the successful implementation of TQM is the `total' commitment of 
top-leadership of the institution. 
" Systems Theory of Academic Quality 
- Teaching, Learning, Research and Scholarship 
The literature on `systems thinking' suggest that, a `systems' approach to quality 
management offers a long-term solution to sustaining quality in higher education; 
primarily because it focuses directly on the assessment of the quality of 'inputs, 
processes' and `outputs' (Beckford, 2002: 176-190). The works of Dunkin and Biddle 
(1974), Palfreyman (2001), and Bushaway (2003), suggest that an inputs processes- 
outputs model for research quality management can be developed based on 
identifiable inputs, processes and outputs. Empirical research by Palfreyman (2001) 
suggests that, only a few UK higher education institutions have adopted a 'systems 
approach' to quality management. 
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1.2.2. Models for Assessing, Assuring and Managing Academic Quality 
This sub-section raises a wide range of issues relating to the role of strategic quality 
management in sustaining academic excellence. First, the concept of `service quality' 
as a function of the `gap' between consumers' expectations of a service and their 
perceptions of the actual service delivered will be reviewed; followed by a discussion 
of the need to integrate internal and external requirements for quality improvement. 
Second, a comprehensive review of alternative models for measuring quality in higher 
education as basis for improvement will be carried out. There are already over 25 
alternative models for measuring and improving quality. These include the EFQM 
Excellence Model developed by the European Foundation for Quality Management 
(EFQM, 2003a); the Malcolm Baldrige National Quality Award (MBNQA, 2002) in 
the USA; and Kanji's Business Excellence Model in the UK (Kanji and Tambi, 1999). 
Some of these models are generic, and others have been specifically applied to higher 
education with some relative success (see Table 1.15, below). Prior to a review of 
these alternative models the theories underpinning alternative approaches to quality 
improvement will be critically reviewed. From the list of models shown in Table 1.15, 
we can see that, most of these models are based on the management philosophy of 
Strategic or Total Quality Management (TQM). 
Table 1.15 
List of Alternative Quality Management Models 
Source: Based on Sources shown in the Table 
No. Name of Model By/Year/Source For Use In 
1 SERVQUAL Model Parasuraman et al. 1985 Services 
2 Key Elements T QM Model S anbauer 1989 Education 
3 Critical Success Factors Measures of QualitY Management Model Sarah et al. (1989) Product 
4 Demin Prize Deming 1991 Product 
5 Geddes' Model Geddes(1993) Higher Education 
6 T QM Implementation Model Coate (1993) Higher Education 
7 Philosophical and Systems Dimensions Model Kan'i et al. (1993) Generic 
8 T QM Model Oakland (1993) Generic 
9 Generic Framework for Managing Quality Improvement Boaden & Dale (1994) Generic 
10 Total Quality Leadership Model Tofte 1995 Education 
11 Critical Success Factors of Quality Model Thiagarajan (1995) Generic 
12 Quality Improvement Model Clayton (1995) Higher Education 
13 Cause and Effect Model Zadelhoff et al. (1995) Higher Education 
14 Aggregate Model of Quality Measurement Owlia (1995) Higher Education 
15 Pyramid Model Kanji (1996) Generic 
16 TQM Critical Success Factors Model Black and Porter (1996) Generic 
17 Higher Education T QM Excellence HET MEX Model Ho and Weam (1996) Higher Education 
18 _ Continuous Quality Improvement Cycle Model Burkhalter (1996) Higher Education 
19 INTQUAL Model Caruana and Pitt (1997) Services 
20 Kanji's Business Excellence Model Kanji and Tambi (1999) Generic 
21 Malcolm Baldn e National Quality Award Model MBN A (1999) Generic 
22 European Foundation for Quality Management Excellence Model EFQM (1999) Generic 
23 European Quality Improvement Systems EQUIS (1999) Higher Education 
24 Organizational Excellence Model Oakland's (2002) Generic 
25 Quality Assurance Agency Teaching Quality Model AA (2002a) Higher Education 
26 Higher Education Fundm Council Research uali Model HEFCE 2003a Higher Education 
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This philosophy is critically evaluated in terms of its evolutionary trajectory from 
quality inspection, through quality control and assurance, to management of total 
quality, and beyond. The primary purpose for this review is to help identify the key 
weaknesses and strengths underpinning total quality strategy development, based on 
the believe that there is no one best philosophy or methodology for achieving and 
sustaining quality improvement in higher education - context is very important. 
In the context of higher education, the focus of activity is on `services' rather than 
`products', with teaching and research functions as the main service areas; with some 
arguing that `graduates' and `knowledge' as the main outputs from the general system 
of higher education could be described as `products'. The literature essentially defines 
`service quality' in terms of meeting the needs and expectations of both internal and 
external customers; and measures the quality of a service, from consumers' or 
customers' perceptions of actual service delivered. The research studies by Gronroos 
(1984), Berry et al. (1985), Parasuraman et al. (1985), and Zeithaml et al. (1988), 
appear to conclude that `service quality' is a function of the `gap' between 
consumers' expectations of a service and their perceptions of the actual service 
delivered. These studies clearly relate `service quality improving' to closing `service 
quality gaps' or 'perception gaps'. The sub-section below examines the key measures 
of the quality of teaching and research services, from the perspective of the systems 
theory developed and applied to Teaching and Research functions earlier in this 
chapter under sub-section [ 1.2.1 C]. 
A. The Tangible and Intangible Perception Measures of `Service' Quality 
The literature suggest that whereas `product quality' rests largely on tangible 
measures; the determinants of `service quality' are to a very small extent tangible, 
verifiable and auditable, but to a large extent intangible and are not verifiable and 
auditable after the service has been delivered (Dale, 1999: 191-197; Beckford, 
2002: 12-13). The literature on systems thinking suggest that it is possible to identify 
tangible and intangible measures of service quality as `inputs' i. e. before a service is 
delivered, `processes' i. e. during the delivery of the service, and `outputs' i. e. after the 
service has been delivered (see Table 1.16, below). The intangible measures relate to 
how the parties to the service transaction feel before the service is delivered, during 
the delivery of the service, and after the service has been delivered. Systems thinking 
therefore enables product or manufacturing-based models of quality to be used to deal 
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with the tangible determinants of service quality at the input, process and output 
stages of the delivery of academic services. 
Table 1.16 
Tangible and Intangible Determinants of Academic Service Quality from a Systems Perspective 
Source: Based on the works of Dale 0 9991 Beckford (2002) 
Stages of Service Delivery Tangible Perception Measures Intangible Perception Measures 
Quality of Inputs 
Teaching Teaching Funds; Infrastructure Motivation and Commitment of Staff and Students 
Research Research Funds; Infrastructure Motivation and Commitment of Researchers 
Quality of Processes 
Teaching Staff-Student Ratio Teacher-Student Interaction 
Research Cost Per Research Project Researcher-Peer Interaction 
Quality of Outputs 
- Teaching Teaching Incomes; T QA Score E lo bill , Staff and Student Satisfaction 
Research Research Incomes; RAE Score National and International Reputation and Goodwill 
Note: T QA = Teachin Quality Assessment RAE = Research Assessment Score 
The literature suggest that most of the models for 'service quality focus directly on 
assuring the quality of `processes', and indirectly on the quality of `inputs' and 
`outputs' - as is the case with the models developed by the QAA and the HEFCE in 
the UK , which will 
be discussed later in detail. However, Excellence Models based 
on TQM principles, encourage integration of the quality of inputs, processes and 
outputs; there are however serious doubts about the ability of these models to bring 
about real quality improvement, primarily because of the difficulty to successfully 
implement such models in a higher education environment. Studies on the direct 
interaction between service providers (teachers) and customers (students), includes 
Albrecht and Zemke (1985), Czepiel et al. (1985), Lewis and Entwistle (1990). These 
studies can be related to both teacher-student and researcher-peer interactions, during 
service delivery, and is commonly referred to by some as `critical incidents' (see 
Table 1.16, above). Such interactions or encounters allow students and researchers to 
form an impression of the quality of teaching or research services they are receiving. 
The writings of Professor Barrie Dale in his book: Managing Quality, clearly suggests 
that, `the quality of the teacher-student interaction is an essential element in the 
overall impressions and evaluation of the quality of teaching service experienced by 
the student as a consumer or customer (Dale, 1999: 184). 
Lastly, the quality of tangible 'outputs' from the system of delivery include the 
Teaching Quality Assessment (TQA) and Research Assessment Exercise (RAE) 
results, which reflects the quality of teaching and research respectively. The 
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intangible outputs include the `employability' of graduates and the `reputation' or 
goodwill of researchers and their respective institutions. In summary, teaching and 
research funds, infrastructure, and academic staff motivation and commitment to a 
service culture for improving service quality, are the noticeable tangible and 
intangible perception measures. These measures are required to effectively translate 
students needs into appropriate service specifications in order to narrow `service 
performance gap', and thereby sustain the quality of inputs during actual service 
delivery, and to deliver high quality graduates and research outcomes. 
B. Integrating Internal and External Quality Assessment Frameworks 
This sub-section focuses on alternative frameworks for internal and external 
assessment of quality in higher education. It examines the role and importance of 
internal-assessment as an integral part of strategic quality planning, implementation 
and control. Internal assessment is one of the key elements in the `general model' for 
quality assessment in higher education proposed by the European Union based on the 
work undertaken by van Vught and Westerheijden's (1993). In most HEIs 'internal 
assessment' is often a first stage in a process leading to 'external assessment'. Brennan 
and Shah (2000: 13) argued that, in practice, internal assessment is driven by external 
assessment; that it is a question of power and values; and also that the choice of 
methodologies frequently involves changing the balance of power and value systems 
at all levels of management. 
The term `assessment' has been variously referred to as: evaluation; review; 
examination; audit; or appraisal, and may be carried out retrospectively or 
prospectively. A retrospective assessment compares past internal performance results 
with past external standards - the aim is external accountability; however, prospective 
assessment compares past internal performance results with future external standards 
- the aim is both internal and external accountability (Biggs, 2003: 267-268). John 
Biggs in his book: Teaching for Quality Learning at University links prospective 
approach to quality assessment to quality enhancement (Biggs, 2003: 268). According 
to the literature retrospective or prospective assessment, may be carried out in three 
modes: by the institution itself, i. e. internal assessment; independently by an external 
body, i. e. external assessment; or by the institution in collaboration with an external 
body (see Table 1.17, below). There is an apparent confusion in the literature over 
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whether the term `self-assessment' is synonymous with `internal assessment' or 
`internal-external assessment. 
Table 1.17 
Appropriateness of Terminology 
Source: Based on the works of Biggs (2003) and Brennan and Shah (2000) 
No. Assessment Mode Assessment of Different Levels of the Institution or Area of Focus within it By 
I Internal Assessment Internal Quality Assessors 
2 External Assessment External Quality Assessors 
3 Internal-External Assessment Internal and External Assessors 
Internal assessment helps to satisfy the natural curiosity of management as to `where' 
their institution or area of responsibility stands at a particular point in time with 
respect to efforts to sustain continuous improvement in the quality of teaching and 
research. It therefore answers the question `where are we now? ' with regards to the 
implementation of a formal programme of change. In effect it provides a `situation 
analysis' an evaluation and diagnosis of the current `internal' situation as basis for 
identifying strengths and weaknesses and formulating quality improvement policies 
and strategies and setting achievable objectives and targets. Although most authors 
agree that `internal assessment' is a necessary step in the process of quality 
improvement, there is still intense debate about the merits and demerits of using either 
an internally or externally derived methodology or mode (Bartoli and Hermel, 1989; 
Bleicher, 1994; Brennan and Shah; 2000: 12). External assessors or examiners have 
their own framework for conducting an independent examination of the level of 
teaching and research quality attained by an institution. This mode is preferred by 
science and engineering-based professional bodies for assuring the quality of 
provision in HEIs. According to Brennan and Shah (2000), national governments all 
over Europe are increasingly adopting the internal-external assessment mode, which 
involves internal assessors making judgement on the level of quality attained, 
followed by external assessors confirming or refuting claims made by internal 
assessors. This is the approach adopted in the UK by the QAA and the Higher 
Education Funding Councils of England, Scotland, Wales and Northern Ireland. 
Even though, the internal assessment of academic quality is now a feature in many 
HEIs, the nature of the inputs, processes and outputs, involved varies significantly. 
From the works of Conti (1993,1997), Hillman (1994), and the EFQM (1998), 
internal assessment may be defined as a comprehensive, systematic and regular 
review of an institutional quality improvement activities and results referenced against 
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an internally-derived model of academic excellence. This should allow the institution 
to discern clearly its strengths and areas in which improvements can be made, and 
culminate in planned improvement actions, which will be monitored for progress 
(EFQM, 1998). This definition suggests the use of a formal and/or informal model on 
which to base the internal evaluation and diagnosis. Formal and explicit models are 
mostly successful models transferred from industry and commerce to higher 
education. These industrial models include quality award models such as the MBNQA 
in the USA and the EFQM Excellence Model, and Professor Gopal Kanji's Business 
Excellence Model. 
These models represent the many variations of TQM - the most frequently referred to 
systematic, theory-based approach to internal assessment (Brennan and Shah, 
2000: 12-13). Interestingly, there are only a few formal models developed by and for 
use in UK HEIs as shown in Table 1.15 on page 65. Informal and implicit models 
abound in UK HEIs, and are based on inter-personal relationships within the 
particular institution, such as: 
Quality of Teaching and Research Staff 
The advice given by a senior professor to a younger colleague; and the 
reputation of academic staff, measured by number of invitations to 
conferences and review of their publications; 
Quality of Students' Learning Experience: 
This relates to the enthusiasm or motivation of undergraduate and 
postgraduate students. 
Even though, the publicity given to quality assessment in recent years has been 
mainly concerned with, the growth of formal-explicit models, Brennan and Shah 
(2000: 12) suggest that, the existence of older informal-implicit models should not be 
forgotten. They suggested the possibility of some internal assessment models falling 
between the two extreme forms, and that, it is possible and feasible to integrate the 
benefits of both the formal and informal models for internal assessment to ensure 
sustainability. The works of Reavill (1998), Dale (1999) and Blackwell (2002) also 
suggest that, the effectiveness of any internally derived model for quality assessment 
can to be found in the answers to the following questions: 
WHO carries out the internal assessment? This question can be divided into a 
whole set of subsidiary questions: Who initiates the internal assessment? Who 
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carries the internal assessment out? Who is expected to act on the internal 
assessment results? 
" WHAT performance level and focus are we assessing? This question is partly a 
matter of level: the institution, a faculty, a department, a programme, and 
individual staff member. It is also a matter of focus: academic, administration, 
support services. Each focus can be broken down further; for example academic 
teaching may include content, pedagogy or both; academic research may focus on 
intrinsic academic quality and/or relevance and application; administration may 
focus on quality management or more general matters of institutional 
management and administration; support services may focus on ICT and infra- 
structural support. 
" HOW is the internal assessment carried out? The `how' question can have many 
answers. Surveys of student opinion, of performance and progression data, of the 
views of employers are all common. According to Brennan and Shah (2000), and 
Blackwell (2002: 6-7), peer review or observation remains dominant in the 
assessment of research and is increasingly applied to the assessment of teaching. 
" HOW OFTEN is the internal assessment exercise? The `how often' question in 
part divides between continuous quality assessment processes and those which 
occur intermittently, but on a regular cycle. Most higher education institutions 
also undertake `one-off' assessments for particular purposes, for example to 
decide whether to merge two departments, or how to respond to a cut in funding. 
Many authors and researchers including Reavill (1998: 62), acknowledge that, any 
model for internal assessment, like the activities it assesses, is capable of 
improvement, and should be subject to assessment and improvement. They identified 
`commitment' as the single most important issue to be considered when undertaking 
internal review of quality and performance. It means developing, gaining and 
sustaining the commitment of leadership at all levels of management and in all areas 
of activity to the internal assessment process itself and to the use of the agreed model 
for quality assessment. They also recognised the need to educate all leaders to 
understand the benefits and limitations of internal assessment as a driver for 
continuous improvement activity through a process of self-examination. 
The Level and Areas of Focus for Internal Assessment of Quality 
The levels of internal assessment in higher education include institutional, faculty, 
school or college, departmental or divisional, and programme, course or subject 
levels (see Table 1.18, below). In UK higher education, the QAA uses the internal- 
externally mode of assessment, which focuses directly on academic quality and 
indirectly on management or administrative and support-services quality. Some argue 
that a direct assessment of academic quality provides an indirect assessment of 
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administrative or management and support-service quality. However, many experts on 
totalising themes and sustainability including Professor Mohammed Zairi of the 
Bradford Management Centre, and Professor John Oakland of the European Centre 
for Business Excellence, see a lot of merit in adopting an integrated approach in order 
to sustain strategic quality management. In the UK, the QAA, the HEFCE, and 
Professional bodies progressively assess academic quality with the following 
objectives: (1) Value from Public Investment, (2) Quality Improvement, and (3) 
Public Information (HEFCE, 1994c: 7). Accountability is the primary motivation, with 
quality and performance improvement also major objectives (HEFCE, 1997a: 6-7): 
"Quality assessment serves as a means of accounting for public investment in higher education, and for 
providing public information on the quality of higher education. It also serves to promote quality 
enhancement. It does this in a number of ways - through the requirement to state clear aims and 
objectives, the requirement for evaluative self-assessment, the process of interaction with peers, and the 
publication of reports which highlight areas to be improved as well as areas of high achievement" 
(HEFCE, 1997a: 6-7) 
Table 1.18 
The Levels and Focus of Quality Assessment in Higher Education 
Source: Based on information derived from HEFCE (1994c. 1997a)Brennan and Shah (2000) 
LEVELS OF ASSESSMENT FOCUS OF ASSESSMENT 
INSTITUTIONAL: ACADEMIC TEACHING 
chancellery, strategic, top management level QUALITY QUALITY 
Administrative 
FACULTY, SCHOOL, COLLEGE: RESEARCH Team 
deanery, tactical, middle management QUALITY 
DEPARTMENTAL, DIVISION: MANAGEMENT ACQUISITION OF Support-Service 
heads, tactical-operational management QUALITY RESOURCES Team 
PROGRAMME, COURSE, SUBJECT: UTILISATION OF 
frontline, operational, lower management RESOURCES 
Legitimacy of any model of quality assessment in higher education is commonly 
thought to be achieved through adherence to values and standards, which are a part of 
the cultures of academic disciplines (Becher, 1989; Becher and Kogan, 1992; Finch, 
1997). Some writers however, argue that, legitimacy may be achieved through criteria 
other than disciplinary understandings - for example, customer satisfaction, value for 
money, and relevance to economic growth (Brennan and Shah, 2000: 18). The 
emergence of Quality Award models appear to answer these question in providing a 
generic and holistic set of criteria covering a wide range of performance management 
issues (Osseo-Asare and Longbottom, 2002). Finch (1997: 152) sets out the 
implications starkly: 
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"The whole of the academic enterprise depends on there being a reasonably clear collective 
understanding between academics in a given discipline that a particular piece of work counts as good 
and something else as less good. Without that collective understanding, academic disciplines really do 
not exist. Were that to disappear, the resulting intellectual anarchy would bring down the whole 
edifice, since there would be no reason at all why taxpayers should pay us to educate the young, nor 
why sponsors should pay us to conduct research " (Finch, 1997: 152) 
The Higher Education Funding Councils (HEFCE, 1994c: 7) and many other 
researchers, including Reavill (1998: 62) identified teaching and research as critical 
academic areas, which need regular monitoring for quality and performance 
improvement (see Table 1.18, above). With regards to Teaching Quality, the HEFCE 
(1994c: 8) monitors different aspects of provision, which includes: curriculum design; 
content and organisation; teaching, Learning and Assessment; student progression and 
achievement; student support and guidance; learning resources; quality assurance and 
enhancement. Academic quality assessment at the subject or programme level can 
affect the status and influence of departments: `successful' assessment enhancing 
them, `unsuccessful' assessment damaging them (Brennan and Shah, 2000). From the 
literature it appears there is a hierarchy of quality and performance improvement areas 
in higher education. This is depicted in Table 1.18 above. For instance, improvements 
in administrative and support-services related to teaching quality are expected to lead 
to improvements in Teaching Quality Assessments (TQAs). Improvements in TQA 
are expected to lead to improvements in Academic Quality, which in tend would 
result in improvements at institutional or other levels of assessment. It suggests that 
improving the quality of administration and support-services would lead to 
improvement of academic and management quality. This will ultimately lead to 
improvement in quality and performance at the different levels of assessment; and in 
the very long term the achievement of the mission of the HEI - assuming teaching and 
research remains the only long-term goals of higher education. The integration of 
models for improving the quality of support-services and of administration is 
therefore of paramount concern in seeking to improve academic quality, and 
ultimately institutional quality and performance. This may be described as a bottom- 
up approach to quality management. 
The Structure of Internal Assessment Models 
Internal assessment of the quality and performance of management is controversial 
because it affects the distribution of power, and may require changes in the value 
systems, and structures within HEIs. According to Brennan and Shah (2000: 15), 
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ownership and control over the internal assessment processes are disputed because the 
assessment affects the acquisition, allocation and utilisation of scarce resources 
including funding (Brennan and Shah, 2000: 15). The structure of the internal 
assessment model is also influenced by the requirements of external-assessment, 
which include assessment visits, judgements, and reports (HEFCE, 1994c: 8). External 
assessors place emphasis on the validation of the internal assessment procedures to 
include a statement of the aims and objectives of programmes, data on students 
achievement and learning experience, data on staff, and of learning resources (Reavill, 
1998: 60). Reavill (1998: 61) and Brennan and Shah (2000) provide empirical evidence 
to suggest that the pressure exerted by external assessors does stimulate internal 
quality improvement by the simple relationship between performance improvement 
and outside attention to the task of improving quality (Reavill, 1998: 61). 
The ratings given by publishers of League Tables are based on published statistics 
covering the various aspects of the performance of a particular HEI. These ratings are 
also known to provide a stimulus to the internal assessment effort, even though not all 
HEIs are able to manage the pressure (Reavill, 1998: 61). There is also empirical 
evidence to suggest that it is possible to integrate the requirements of both internal 
assessment and external assessment of academic quality through the application of 
strategic quality management principles. Applying strategic quality management 
principles to internal assessment processes, according to Reavill (1998: 61), means 
looking for limitations in the external quality assessment methods used by external 
assessors, and finding ways by which the internal quality assessment can be enhanced. 
This approach is adopted in this doctoral study in the creation of theory and 
development of a model for academic quality management. 
The Structure of External Assessment Models 
Even though many 'external' models for assessing the quality and performance of 
management have been successfully implemented in both private and public sector 
organisations, very few have been successful in HEIs. The main reasons for the 
implementation difficulties include scepticism about and misunderstanding of what 
these models are intended to do, and the lack of transformational leadership (Kanji 
and Tambi, 1999; Osseo-Asare and Longbottom, 2002). The literature seem to 
suggest that, "all hell would break loose if an external body attempts to review the 
quality of management". Much of the literature on higher education emphasises the 
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autonomy of institutions and the basic units within them and, in particular, the 
autonomy and power of tenured academic staff (Clark, 1983; Becher and Kogan, 
1992) - the assessment of academic quality not alone management quality threatens 
this. By emphasising collectivity, transparency and accountability, quality assessment 
seems destined to alter the organisational role of departmental leaders, senior 
academics and administrators (Brennan and Shah, 2000: 17). Whatever the variations 
in the methodology adopted by most external models, the emphasis on procedures and 
on conclusions based on evidence appears to be at odds with conceptions of quality 
based on the status of individuals managing the institution. Some researchers and 
authors including Brennan and Shah (2000) have argued that, those who have 
traditionally enjoyed the most status and power within HEIs may be the greatest 
losers from the introduction of quality assessment in academic and management areas 
(Brennan and Shah, 2000: 17). 
In much of the literature on quality assessment, the question of impact is treated as 
one of the extent of presumed improvement or enhancement. This is one of the 
ideological problems of the debate about quality in higher education. The notion of 
`improvement' is ideological, assuming values and criteria against which management 
quality is judged. Most academics and administrators in higher education see both 
internal and external assessment as a means of challenging and attempting to change 
existing balance of power and system of values. As such what is `improvement' from 
academic point of view may be `damage' from administrative or management point of 
view (Brennan and Shah, 2000: 13). Internal and external quality assessment is 
controversial because both challenge academic autonomy, affects resource allocation, 
and ownership and control over assessment procedures, are frequently disputed. 
Drawing on the work of the sociologist, Max Weber, Finch (1997: 152-153) drew a 
distinction between `naked power' and `legitimate authority' with regard to decision- 
making in higher education. Institutions with `naked power', in Finch's (1997: 153) 
terms, possess `the ability to pursue their aims despite the resistance of others'. Most 
national quality agencies like the QAA and the HEFCE arguably have `naked power' 
derived from the state and at least in principle linked, to the exercise of state power 
through legislation and funding (Brennan and Shah, 2000: 15). Some academics and 
administrators in higher education exercise `naked power' and adopt a `management 
by misinformation' style of allocating scarce resources (Osseo-Asare and 
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Longbottom, 2001). The works of Frederiks et al., (1994), Rasmussen, (1997), and 
Maassen and Westerheijden, (1998), questioned whether long-term stability in the 
higher education industry can be achieved on the basis of `naked power' considering 
that decisions made in this way would tend to be resisted or subverted. What was 
necessary was the conversion of `naked power' into `legitimate authority' through a 
successfully implemented assessment methodology (Brennan and Shah, 2000). 
Brennan and Shah (2000) argued that national quality bodies such as the QAA have to 
strike some kind of balance between representation of the interests of institutional 
management, the academic profession more widely, non-academic interests and the 
agents of the state. 
The Need To Integrate Academic and Non-academic Quality 
The last few decades of the 20`h century saw a global trend toward development and 
enhancement of academic quality (Sallis, 1996; Hodson and Thomas, 1999). 
However, so far as research and development in academic quality is concerned, most 
work has been in the academic areas of teaching and research, few in the areas of 
administration, and very little in the areas of support-services although arguably all 
three areas share the same mission (Yu et al., 2000: 517-518). Hoffman and Julius 
(1995) noticed that the mission statements of most HEIs have begun to emphasize the 
need to move `quality' towards `excellence' in all areas including administration and 
support-services. This appears to suggest the need for an integrative development and 
management approach to quality management covering academic, administrative and 
support-service areas. A meaningful assessment of academic quality perhaps needs to 
include the assessment of the quality of the key sub-areas under administration: 
human resource development and management, accounting and finance function, 
performance evaluation and reward systems, and social responsibility and impact on 
society (Yu et al., 2000: 518). 
According to Kwang and Chuan (2000: 494) because both the administrative 
department in higher education and a service organization aim to provide quality 
services to their customers quality in administration is comparable to quality in 
service organization thus equating administrative quality to service quality. Empirical 
evidence from US higher education suggests that it is possible and feasible to apply 
best practices in service industries to administrative departments in higher education, 
there is however little evidence to prove that is the case in UK HEIs (Seymour and 
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Associates, 1996; Kanji and Tambi, 1999). Most management researchers including 
Yu et al (2000: 517) agree that support-services represent services, which support and 
complement the activities of both academic and administrative departments, and 
comprise of student development services, facilities management services and 
laboratory services which provide specialised equipment and facilities to students. 
The work of Thomson (1999: 104-106) suggests that HEIs are communities that 
nourish capable professionals and administrators as well as incubate new knowledge 
and technology. This suggests that besides the core academic departments, these 
institutions are self-contained with support-service departments that care for students' 
social life and personal development, surrounding ambience, campus facilities and 
specialized and sophisticated equipment. This according to Yu et al. (2000: 520) 
means that, a quality management system is needed to establish proper procedures for 
maintaining and improving the quality of the support-services provided. 
C. Meaning and Applicability of TQM in Higher Education 
This sub-section examines the definitions, concepts and some of the key principles of 
Total Quality Management (TQM), and then critiques its applicability in HEIs, and its 
links to alternative models for quality management listed earlier in Table 1.15. Much 
of the work on TQM is traced to the writings of quality gurus such as Deming (1986) 
and Juran (1988) who are particularly remembered for their work in Japan during the 
1950s, and the revolution that followed in the USA in the 1980s. Since then, TQM has 
gained much attention, with many articles and books written on the subject (Dale, 
1999; Oakland, 2003). By the mid-1990s, however, the meaning of TQM was still 
unclear, partly, because of the existence of concepts such as: Total Quality Control' 
(Feigenbaum, 1956), Company-wide Quality Control (Ishikawa, 1985), Strategic 
Quality Management (Garvin, 1988), and Total Quality Improvement (Lascelles and 
Dale, 1991; Harari, 1993; Zairi, 1994a). At the time the similarities and differences 
between these concepts were not well explained and as a consequence many 
organisations failed to successfully implement TQM. Cynics have capitalised on such 
failures to argue that TQM was simply a `management fad' (Binney, 1992; Harari, 
1993; Hackman and Wageman, 1995), 
Since the mid-1990s TQM advocates have offered a much better interpretation of 
what TQM really means, as a result TQM has become firmly grounded in almost 
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every industry, with its spread from the private sector to the public sector including 
higher education, and progressive organisations are embarking on a journey of 
transformation towards TQM (Boaden, 1997; Hellsten and Klefsjo, 2000; Helms et 
al., 2001: 322). TQM advocates including Becker (1993), Zairi (1994a), George and 
Weimerskirch (1995), Ghobadian and Gallear (1996), Flood (1996), and Oakland 
(2003) therefore see it as the single most important framework for propelling and 
achieving business success through continuous improvement and a way of life for 
many corporate enterprises. A view shared by the United States General Accounting 
Office (1991). Zairi (1994b: 6) argued that TQM is not imposed on people but that, 
customers are demanding it through increased demand for: (1) Quality Products and 
Services; (2) Speed and Reliability of Delivery; (3) Affordable Prices; (4) Innovation 
and Differentiation; and (5) Increased Demand for Professionalism. He also argued 
that the problem is one of attitudes and behaviour, and that top management 
commitment and a customer orientation are needed for it to succeed (Zairi, 1994b: 7). 
The 'Real' Meaning of Total Quality Management 
Many academics and practitioners now agree that TQM is both a quality-centred 
philosophy and a set of guiding principles for effective management of an 
organisation (Zairi, 1994b: 6; Dale, 1999: 9). There are a number of useful formal 
definitions and interpretations of TQM and the terminology used continuous to 
evolve. For instance, TQM has been defined in terms of the following basic principles 
and practices: (1) doing things right the first time; (2) striving for continuous 
improvement; (3) fulfilling customer needs; (4) making quality the responsibility of 
every employee; (5) working with suppliers to improve the quality of raw materials; 
and (6) establishing methods for measuring the quality of outputs (Harrington, 1987; 
Helms et al., 2001: 326). More formally TQM has been defined as: 
A management philosophy for delivering long-term benefits (Zairi, 1994b: 6-7); 
A management approach centred on quality, based on the participation of all its 
members and aimed at long-term success through customer satisfaction, and 
benefits to all members of the organization and to society (ISO, 1994) 
A management strategy for change in an environment of constant challenges, 
concerned with developing an organizational culture in which people are able to 
meet these challenges and realize the opportunities of change (Dale, 1999; 
Oakland, 2003) 
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"A management process of changing the culture of an organization and redirecting 
it toward superior product or service quality Gaither (1996); 
"A management process requiring mutual co-operation of everyone and associated 
business processes to produce products and services which meet and hopefully 
exceed the needs and expectations of customers (Dale, 1999: 9); 
"A management system consisting of values, techniques and tools and based on a 
process of continuous improvement that has evolved through stages of quality 
inspection, quality control and quality assurance (ISO, 1994; Dale, 1999: 3-4); 
Professor Mohammed Zairi, gave an all-embracing self-explanatory definition of 
TQM, which encapsulates all the above definitions: 
"TQM is essentially a whole array of techniques, management principles, technologies and 
methodologies which are put together to work for the benefit of the end customer. TQM seeks to 
develop organizations by creating better planning, better external focus, better design and 
prioritisation. It is also aimed at strengthening weak processes and protecting strong areas, which give 
the organizations concerned an edge over their competitors (through continuous improvement and 
benchmarking). TQM helps organizations build strong capability enabling them respond to current and 
future market pressures. It ensures that the voice of the customer (level of demand) is always matched 
by the voice of the process (level of delivery ability). TQM values people and people productivity 
through innovation, creativity, problem solving and a commitment continuously to improve quality and 
optimise value-creation for the benefit of the end customer. TQM is a corporate-wide process and has 
to involve all levels of employees. In addition, TQM is about the continuous process of introducing best 
practice to ensure sustainability and positive competitiveness. In a sense, it is about the management of 
change; it is therefore limitless and timeless in its approach" (Zairi, 1994b: 6-7) 
These definitions identified several key elements of TQM, which form the main 
criteria and sub-criteria of TQM-driven Excellence Models. TQM is therefore, not a 
single concept, but a convergence of ideas, concepts, principles and practices, 
emanating originally from the work of the quality gurus and from those of recent 
TQM advocates. Of all the key elements of TQM, `transformational leadership' 
stands out as the single most important success factor driving change, which 
according to Bennis and Nannus (1985), focuses on (1) attention through vision (2) 
meaning through communication (3) trust through positioning and (4) the 
development of self-through positive self-regard. Most failed attempts at introducing 
TQM in higher education are a result of poor `leadership'. According to Zairi 
(1994b: 10) transformational leadership in the context of TQM is not about power, 
authority and control, it is about empowerment, recognition, and coaching others. 
The idea of integrating different ideas, concepts, principles and practices is not new. 
socio-technical or socio-economic schools try to merge different approaches in order 
to better respond to management and organisational challenges. Independently of any 
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management school attachment, authors try to combine diverse aspects, for instance: 
strategy, continuous improvement, and transfer of knowledge (Beechner and 
Hamilton, 1999), vision, strategy and learning (Martensen and Dahlgaard, 1999), or 
simply 'hard' and 'soft' (Peters and Waterman, 1982). These efforts paved the way 
towards more globally integrated TQM-based Excellence Models. The literature 
suggest that there is no universally agreed quality management 'model' in higher 
education based on TQM. However, there is some agreement on the 'tools and 
techniques' for improving and managing the quality of teaching, research and of the 
services provided in a higher education environment (Helms et al., 2001: 326). The 
objective of a TQM-driven model is to build an institution that produces graduates 
and provides administrative services that are considered as quality by end user 
customers. The difficulty however, is that there are still variations in the definition of 
a customer in higher education. It is important to know who the customer is because 
the customers define quality in terms of their perception of the degree to which the 
product or service meets their needs and exceeds their expectations (Gaither, 1996). It 
helps to clearly establish relevant measurement criteria for evaluating teaching, 
research and service quality (Helms et al., 2001: 326). It however, remains difficult to 
know the extent to which customer perceptions should become reality for quality 
management strategists in higher education. 
The Applicability of TQM in Higher Education 
Many academics and administrators since the early 1990s frequently ask the question 
whether or not true TQM is applicable on campuses. In the light of higher education 
revenue shortfalls, expenditure pressures, and controversies that have shaken public 
confidence in higher education, most HEIs world-wide are urgently looking for 
performance improvement models which have been successfully implemented by 
industry and commerce (Helms et al., 2001: 326). TQM principles are being addressed 
in higher education, particularly as they relate to productivity and financing. In 1991 a 
Total Quality Forum was held in the United States of America, to discuss the role of 
TQM on American campuses with particular reference to business and engineering 
schools (Harvard Business Review, 1991). The Forum saw TQM as a powerful 
competitive weapon for maintaining and enhancing the global position of a university. 
The Forum Participants argued that HEIs which were slow to embrace TQM, at best 
miss the opportunity to lead change and at worst run the risk of becoming less 
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relevant to the world of business (Harvard Business Review, 1991). Despite the above 
laudable benefits, the Forum recognised the lack of enthusiasm on the part of HEIs 
adopting TQM. It observed that widespread adoption of TQM was moving too slowly 
to meet global challenges. Since the Forum, the situation in the US has changed 
dramatically, many more universities started to adopt TQM (Lozier and Teeter, 1996; 
Kanji and Malek, 1999) and the higher education sector has undergone major changes 
in curriculum focus and student management (Kwang and Chuan, 2000). 
'Total' in TQM focuses more on 'institution-wide' or 'corporate' performance rather 
than just individual faculty performance (Zairi, 1994b: 10). `Total' may also refer to 
the level of commitment expected from top management of HEIs. Literally, 'total' 
may mean 'everyone, involved in `everything' in 'everyplace'. According to the 
literature without the `total' commitment of top management nothing much will 
happen (Dale, 1999: 10). Some writers argued that TQM does apply equally to all 
functions and activities of a HEI, and all areas such as academic, administration and 
support-services (Brennan and Shah, 2000: 14). Many HEIs in the USA have 
implemented TQM in two major areas: (1) Academic i. e. teaching and research (2) 
Administration as a service (Helms et al., 2001: 327). Another interesting dimension 
to a `totalizing theme' - using Scott's (1995: 3) terminology - is the fact that TQM 
seeks to involve everyone, in every area in the decision-making process and in quality 
improvement activities. This perhaps is idealistic, totalitarian authoritarian and not 
politically correct in a modem higher education environment where most academics 
like to keep themselves to themselves. `Management' in TQM may be defined in 
terms of `what managers do', which comprises of planning, implementation and 
control activities, which involves them having to make decisions about alternative 
choices. Quality managers in HEIs are expected to make quality improvement 
decisions as part of quality management efforts within their respective institutions. 
While there is much intuitive support for TQM, few empirical studies exist in the UK 
to support the use of true TQM in higher education (Helms et al., 2001: 327). Even 
though there are already many TQM models for higher education as shown in Table 
1.15 earlier, Helms et al. (2001: 327) called for a new model of TQM along with a 
modification of the principles of TQM for the unique culture of the academic 
profession. Some of these models were developed by institutions to serve their 
particular need and may not be suitable for use by other institutions. Another 
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shortcoming of some of these models is that, although they are claimed to be 
successful, they have not been validated by empirical data. 
TQM has made its way into HEIs in many developed countries including the United 
Kingdom (Kanji and Tambi, 1999: 129). Studies applying TQM to higher education 
environments include Bailey and Bennett (1996), Coate (1999), Costin (1999), Evans 
(1996), Marchese (1999), Mergan et al. (2000) and Vazzana et al. (1997). HEIs the 
world over and in particular in the USA have been influenced by the manner in which 
many large corporations, such as Texas Instruments, Xerox, IBM and Motorola came 
out of crisis through successful implementation of TQM (Lozier and Teeter, 1996). 
They were also influenced by the critical state of education in the 1980s in terms of 
student grades, funding, and complaints from employers and parents. Even though 
TQM has been a positive experience in business organisations (Lawler et al., 1996) it 
has had limited success in educational administration (Meisel and Seltzer, 1995; 
Barnard, 1999; Bonvillian and Dennis, 1995; Miller, 1991). According to Helms et 
al. (2001: 322), some HEIs in the US have successfully used TQM to improve 
administrative quality but have found little success in improving academic quality in 
the areas of teaching and research primarily because of strong tenure systems in place. 
Following the successful application of TQM at Fox Valley Technical College in the 
USA (Narasimham, 1997), many other institutions including Pennsylvania State 
University, the University of Wisconsin-Madison, North Dakota University System, 
and Oregon State University began to implement TQM (Seymour, 1992; Lozier and 
Teeter, 1996). 
In 1996 about 160 universities in the US had or were in the process of applying TQM; 
with approximately 50% of them establishing an organisational structure for TQM 
(Burkhalter, 1996). This number has since gone up dramatically following the 
introduction in 1999 of the Educational Criteria for the Malcolm Baldrige National 
Quality Award (MBNQA), which rewards educational institutions for adopting TQM 
using the Award Criteria. In contrast, the pace of change has been rather slow in 
European HEIs. There are only a small number of initiatives in UK HEIs. Doherty 
(1994), mentioned South Bank University, University of Ulster, Aston University and 
Wolverhampton University as having formally adopted TQM and have derived a 
number of benefits including improved student performance, better services, reduced 
costs and improved customer satisfaction from successful implementation. Despite the 
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slow start, Kanji and Tambi (1999: 131) argued that UK HEIs are moving closer to 
adopting TQM principles by way of their increased customer focus, the need for 
quality management and enhancement, and using benchmarks. A relatively few 
number of UK HEIs have already started experimenting with TQM-driven Excellence 
Models like the EFQM Excellence Model with some success (Osseo-Asare and 
Longbottom, 2002). 
Beyond TQM and TQM-driven Excellence Models 
Garvin (1988) and Dale (1999) identified four hierarchical stages in the development 
of quality management activities or approaches. These are inspection-based, control- 
based, assurance-based and strategic-based activities - as shown earlier in Table 1.3 
and Figure 1.6 on pages 13 and 38 respectively. Table 1.19 below explains each stage 
in detail. Bounds et al. (1996), Flood (1996) and Oakland (2003), believe that the 
strategic-based approach to quality, is indeed consistent with TQM at least in 
philosophy if not in methodology. Most researchers and practitioners including 
Oakland (2003), Ho and Fung (1994: 27) and Dale (1999) agree that inspection- 
detection-based approaches precede the evolution of prevention-based approaches to 
quality management. Inspection-detection-based systems are inherently inefficient in 
that they represent extra effort, and therefore costs over and above what has been 
budgeted. Unlike, prevention-based approaches, they are not ideal for engendering 
Team spirit, co-operation and a good climate for work, and organisations operating in 
inspection-detection-based environment are often preoccupied with short-term 
survival and little concerned with delivering 'real' quality improvements (Dale, 1999). 
According to Dale (1999: 9), the limitations of inspection-detection-based approaches 
can be overcome by adopting strategic, proactive, prevention-based approaches, 
which define a process' by its inputs of people, machines or equipment, materials, 
methods, environment and management. It brings a clearer and deeper sense of 
responsibility for quality, and eliminates the root cause of waste and non-value adding 
activities. Management of 'Total Quality' or Strategic or Total Quality Management 
(TQM) is the fourth and so far the highest level or stage in the evolutionary ladder. 
According to Dale (1999), at this stage, systems, procedures and quality improvement 
requirements and responsibilities are usually the same as those at the Quality 
Assurance level, but they pervade every person, every activity and function at every 
level of the organisation. 
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Table 1.19 
The Benefits and Limitations of the different approaches to quality management 
Source: Based on information from Garvin (1988) and Dale (1999) 
APPROACHES BENEFITS LIMITATIONS 
INSPECTION- The primary aim is to identify operations, workers and An after-the-event activity, 
BASED suppliers, who are producing products or services not requiring reactive quick-fix 
conforming to specifications. corrective actions, with no 
It is based on the belief Applied to key 'appraisal points' in the delivery or 
prevention content. 
that non-conforming that 
services must products or 
production processes. Inspection is the primary means of 
` ' be made before the process 
can be adjusted. That 
This is quality management at operational level of 
control in a policeman or 
'goalkeeper' type role and thereby 
due to conformances are 
organisation, in an inspection-based environment. a 'producing' versus `checking' 
or service not situation 
is encouraged, leading to 
' 
being inspected enough. confusion 
i people s over 
operatives are the s po.. responsibilities 
ilities for or quality.. 
sole cause of the problem, 
not management of the 
system. 
A detection-based or a fire-fighting system, capable of There is the tendency to continue 
CONTROI, BASED replacing or supplementing simple inspection-based fire-fighting and rectifying the 
systems, which lead to greater process control and same problems desperately week 
It is based on the belief fewer 
incidence of non-conformances. after week, month after month, and 
that non-conforming year after year. 
products or services 
This is quality management at operational level of the 
cannot be avoided and organization, with some tactical 
level support, in a fire- All activities are still 'after-the- 
should be allowed before 
fighting or detection-based environment. event' and backward looking. 
the process can be 
adjusted. 
A shift from detection towards prevention of non- Relies heavily on inspection- 
conformances. detection-based corrective action, 
which results in inefficiency 
ASSURANCE- More emphasis is placed on advanced quality planning, because of the tediousness and high 
BASED education and training, 
improving processes, costs of inspection and detection 
improving control over the process and involving and activity. 
It is based on the belief 
motivating people. Even when defects occur, they are 
identified early in the process. 
that some non- 
conformance may be 
allowed. That preventing 
p proactive approach compared with the inspection- 
non-conformance improves 
detection-based systems, which are reactive. There is a 
clear change of emphasis from downstream to 
quality. upstream processes and from product/service to 
processes. 
It involves application of continuous quality The need to develop a new 
TOTAL QUALITY- improvement principles to all aspects of an operating philosophy and approach 
BASED organization 
including customers and suppliers and make implementation difficult. It 
their integration with key organizational processes. requires a change in management 
it is based on the belief It is an organization-wide approach to quality, with 
style and way of thinking. 
that integrating all areas of 
an organization and 
improvements undertaken on a continuous basis by It is difficult for various 
involving everyone 
everyone in the organization. departments and functions to work 
improves quality and act 
together in cross-functional 
teams to discover the root cause of 
problems and to pursue their 
elimination. 
NVIIAT NEXT? 
Broader Definition of Quality; Integrated 'cross- 
' 
Difficult to management with 
SUSTAINABILITY? 
functional models. Making Excellence a SMART education and training; Creation of 
objective. Sustainability Model a specialism may impact on level of 
participation. 
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It requires a broadening of outlook and skills, and an increase in creative activities 
from that required at the quality assurance level (Dale, 1999: 9). The spread of the 
'total' or 'strategic' quality philosophy was accompanied by greater sophistication in 
the application of 'tools and techniques', increased emphasis on people, process 
management, improved training and personal development and greater efforts to 
eliminate wastage and non-value adding activities (Dale, 1999: 9). The process will 
also extend beyond the organisation to include partnerships with suppliers and 
customers and all stakeholders. Activities will be reoriented to focus on internal and 
external customers, with the aim of building partnerships and going beyond 
satisfying customers to delighting them (Dale, 1999: 9). The successful 
implementation of `total' or `strategic' quality requires the mutual co-operation of 
everyone in an organisation and associated organisational processes to produce 
products and services, which meet and hopefully exceed the needs and expectations 
of customers (Dale, 1999: 9). Total Quality Management (TQM)-based self- 
assessment methodology is one of many alternative approaches to managing quality 
successfully at the total quality stage on the evolutionary ladder. The question which 
remains unanswered is `what is the next stage on the evolutionary ladder after total 
quality? Other alternative approaches including Benchmarking, Business Process Re- 
engineering and Balanced Scorecard are undoubtedly are more successful than 
others. 
Lascelles and Dale (1993) provide empirical evidence, which concludes that, the 
extent to which organisations have adopted and committed themselves to TQM as the 
ethos of the business is indeed variable. Today many Quality Award Winners, such 
as Rank Xerox, BOC Ltd., Milliken, ICL, Texas Instruments and Hewlett Packard 
have successfully implemented total quality strategies to achieve organisational 
excellence (Dale, 1999, Oakland, 2003). Dale and Lightburn (1992) and later Dale 
(1999), also concluded that there is no `steady state' in the level of quality achieved, 
and that it is still possible for an organisation to slip from a higher total quality level 
of performance to a lower quality inspection level of performance. A never-ending 
effort is therefore, needed to sustain total quality - it is not a panacea. Even total 
quality strategies, which are successfully implemented, are not necessarily 
guaranteed to continue to bring long-term improvement. They may lose their impetus 
over time -a phenomenon described as `quality disillusionment' and `quality drop' 
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(Slack, 1991; Oakland, 1993). To reduce the risk of occurrence of this phenomenon, 
various researchers including Oakland (1993,2003) and Slack et al. (1998) have 
suggested that 'quality' should be broadly defined. 
There is little doubt that the alternative TQM-driven Excellence Models have helped 
to raise the profile of TQM in the USA, Europe and other parts of the world (de Raad, 
1996; Dale, 1999; Evans and Lindsay, 1999). By the end of 1995, only a few public 
sector organisations have been short-listed or were finalists for an award or Prize, 
their number is increasing. This clearly suggests that TQM has reached a much higher 
degree of maturity in the private sector than in the public sector, with evidence of high 
performance and high business excellence among private sector organisations. This 
development have influenced recent UK government policies in empowering the 
QAA and HEFCE to tighten quality management procedures; and encouraging the 
higher education sector to look to TQM and TQM-driven Excellence models for 
performance improvement (McAdam and Welsh, 2000; DfES, 2003). 
Many world-class organisations appear to be moving closer to an integrated `cross- 
functional' quality management model superior to any individual approach which will 
take account of the requirements of each alternative approaches to total quality 
(Shield, 2000). The world of higher education will be forced to reckon with the global 
movement toward TQM with more HEIs drawn into the process of delivering quality 
improvement in all aspects of higher education institutional activities with a view to 
achieving their mission in the future. Self-assessment based on EFQM Excellence 
model is still TQM dressed up to please those who have and are still sceptical about 
the relevance of TQM to industry and commerce and in particular the higher 
education industry. 
D. Comparative Evaluation of Alternative Quality Models 
This sub-section evaluates 13 quality management models developed for 
implementation in HEIs, in order to identify their key weaknesses and strengthens 
(see Table 1.20 below). Eight of the models developed in the UK are listed below: 
(1) South Bank TQM Model (Geddes, 1993); 
(2) Aston TQM Model (Clayton, 1995); 
(3) Birmingham TQMModel (Owlia, 1995); 
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(4) Leicester TQM Excellence Model (Ho and Wearn, 1996); 
(5) QAA Teaching Excellence Model (QAA, 2002); 
(6) HEFCE Research Excellence Model (HEFCE, 2003); 
(7) UK/EFQMExcellence Model; 
(8) Kanji 's Business Excellence Model (Kanji and Tambi, 2002). 
The QAA and HEFCE Models are well known, understood, and have been 
successfully implemented in UK higher education institutions (HEIs). The UK and 
EFQM Excellence Model is now being piloted in few UK higher education 
institutions at the micro-level i. e. departmental level. The first four models were 
developed specifically for individual HEI; and the last four are generic models 
developed for implementation in all institutions. The analysis of all the 13 quality 
management models in Table 1.20 - from a 'systems' perspective - reveals the 
following: 
" UK higher education institutions lag behind their counterparts in the USA, in 
their attempt at developing and implementing appropriate models for 
managing the quality of teaching and research; 
" Contextual issues are critical to useful implementation of any model for 
quality management in higher education because of the complex nature of 
operations in a higher education environment; 
Most of the models are based on top-down management and leadership 
approaches, and are more focused on strategic concerns than operational 
issues; 
" All the models are based on systems thinking, and therefore reveal principles, 
concepts and factors relating to `inputs', processes ; and `outputs'; and 
evidence of feedback mechanisms. Key inputs, processes and outputs include, 
managerial leadership; teaching and research processes; and teaching and 
research outcomes; 
" The link between TQM Models and Excellence Models, is established through 
common concepts, and principles; 
" Teaching quality assessment is split from Research quality assessment, 
evidence by a separate model for teaching and for research developed by the 
QAA and HEFCE. 
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Alternative Models to QAA's Model for Teaching Quality Management 
The Mission of the Quality Assurance Agency (QAA) in the UK is to promote 
external stakeholder confidence that the quality of teaching and learning and the 
standards of awards are being safeguarded and enhanced. The Agency attempts to 
achieve this, by carrying out external audit of the academic performance (QAA, 
2002a: 1). The Agency's `new' Institutional Review model replaces previous two 
processes: `Continuation Audit'; and `Subject Review' undertaken by the QAA on 
behalf of the HEFCE. The Agency recognized that HEI themselves are best placed to 
provide stakeholders with valid, reliable and up-to-date information about the quality 
of provision, of their programmes and the standards of their Awards (QAA, 2002a: 1). 
The methodology is based on collecting empirical evidence of data, information and 
judgements about quality and standards at the point of delivery, through a Peer 
Review Process (QAA, 2002a: 1). Individual higher education institutions are 
expected to maintain and publish a range of up-to-date information on quality and 
standards, and to undertake their own internal reviews or `self-assessment' in the 
context of their strategies for teaching and learning (QAA, 2002a: 1-2; HEFCE, 
2002: 15). 
A critical look at seven quality management models in the UK identifies their key 
strengths and weaknesses relative to the QAA Model, and the MBNQA Educational 
Excellence Model introduced in 1999 (see Table 1.21, below). The major strength of 
the QAA Teaching Excellence Model - now under the framework for `Institutional 
Review' - is that, it focuses on `core processes' for delivering improvements in the 
quality of teaching and learning. The however, has two major weaknesses; firstly, that 
it does not provide a direct assessment of leadership and management performance; 
and secondly, teaching function is not integrated with research function, which is also 
a core academic activities, as a result academic excellence cannot be said to have been 
fully achieved. Quality Models by Ho and Wearn's (1996); EFQM, MBNQA, and 
Kanji's Business Excellence Models may be considered superior to the QAA model in 
that, they directly assess 'leadership' and 'management' performance as 'inputs' into a 
framework of core 'processes'. The fact that these models have not been widely 
adopted by individual HEIs in the UK is partly because they have a contextual 
application, and there is doubt about their transferability across institutions 
(Holloway, 1994; Kanji and Tambi, 2002: 26). 
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The Quality Assurance Agency's (QAA) external audit process is intended to 
combine scrutiny of internal quality systems at the institutional level with 
investigations of how those systems operate at the departmental level (QAA, 
2002a: 1). The primary objective of the government in introducing 'institutional 
review' is to use it as a means of securing accountability for the use of public funds 
received by institutions. The secondary objectives relating to quality are summarized 
below: 
" To contribute, in conjunction with other mechanisms, to the promotion and 
enhancement of high quality in teaching and learning; 
" To ensure that students, employers and others can have ready access to easily 
understood and reliable public information about the extent to which institutions 
are individually offering programmes of study, awards and qualifications that 
meet general national expectations in respect to academic quality and standards; 
" To ensure that if the quality of programmes are found to be seriously deficient, the 
process forms a basis for ensuring rapid action to improve them (QAA, 2002a: 2). 
Alternative Models to HEFCE's Model for Research Quality Management 
In most UK HEIs, internal assessment of research quality is driven by external 
assessment of research quality by the HEFCE, and other professional bodies. The 
HEFCE periodically assesses research quality using its Research Assessment 
Exercises (RAEs) model with the objective of obtaining 'value from public 
investment' and 'quality improvement' (HEFCE, 1994a: 7). This model like the QAA 
Teaching Excellence Model focuses on `core processes'; these processes however 
relate to research activities and not to teaching, indicating that a separation between 
research and teaching activities. The TQM and Excellence Models shown earlier in 
Table 1.21, focus on both teaching and research activities, although many of them do 
not describe their exact methodology for assessing the quality of teaching and/or 
research at operational and strategic levels of the institution. Apart from the QAA and 
HEFCE models, the remaining models appear to be based on an assumption that 
teaching and research theory and practice are well known and need not be explained. 
For instance, Kanji's Excellence Model may be described as representing a positivist 
approach to assessing the quality of teaching and research at both strategic and 
operational levels. However, the operational details which are required to make the 
model easy to understand and to implement is clouded in `excellent' statistical details, 
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rather than a comprehensive descriptive account of best practices at all levels of the 
institution. Core public funding for research is provided through the `dual support 
system' - one stream via the HEFCE to support the underpinning research capability 
of institutions, which is distributed selectively according to the quality of research. 
The other stream flows via the research councils and the Arts and Humanities 
Research Board to support specific research projects (DfES, 2003: 24). This extra 
money is to ensure that research projects are fully funded, so that HEIs do not have to 
cross-subsidise research from teaching, or scrimp on investment in infrastructure. It is 
also to ensure that the current poor state of the research infrastructure can be brought 
up to standard - because in many subjects good research increasingly depends on 
high-quality facilities and equipment (DfES, 2003: 25). Accountability is the primary 
motivation with quality improvement as the major objective (HEFCE, 1997b: 6). 
The increase in resources for research requires HEIs to demonstrate that they are 
operating sustainable research businesses through recovering the full economic costs 
of research (DfES, 2003: 25-26). The challenge for HEIs is how to make the best use 
of the money by making sure that research funding is managed efficiently. Recurrent 
funding for research is already distributed selectively, based on the outcome of the 
Research Assessment Exercise (RAE), which judges the Quality of Research in 
departments (DIES, 2003: 25-26). The selectivity of research funding is illustrated by 
looking at RAE ratings, which mean that about 75% of HEFCE research funding goes 
to the top 25 institutions, and research council grant funding follows a similar pattern. 
This means that some institutions have a high concentration of top quality research. 
But at the same time there is also a wide spread of individual departments in other 
institutions undertaking high quality research - beyond the top 25, a further 52 
institutions have at least one department rated 5 or 5* in the 2001 RAE, and 
departments rated 4 are yet more widespread. The critical issues arising from this 
situation are: 
" Rewarding research intensive institutions adequately, and protecting 
relatively isolated pockets of high-quality research in institutions which are 
not themselves research intensive; 
" Encouraging and developing emerging areas of research; 
" Steering non-research-intensive institutions towards other parts of their 
mission, and rewarding them properly for it, so that the RAE can be focused 
on the best research (DJES, 2003: 26). 
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1.2.3. Establishing the Functional Relationship Between 'Efficiency' and 
'Effectiveness' 
Professor John L. Mullins in his book titled Management and Organisational 
Behaviour defined the term 'efficiency in terms of managers' 'doing things right', and 
the term 'effectiveness' in terms of managers' 'doing the right things' (Mullins, 
1999: 233; 2003). He argued that a manager's ability to 'do things right' is related to his 
or her ability to 'do the right things'. This requires managers to efficiently allocate the 
scarce input resources available to them in order to effectively achieve predetermined 
performance improvement results. This seems to suggest that 'doing things right' i. e. 
efficiency and 'doing the right things' i. e. effectiveness, are closely associated. It 
supports the view that, a cyclical relationship exists between 'efficiency and 
'effectiveness' in much the same way as 'management' and 'leadership. Mullins (2003) 
us of the notion 'managerial leadership' confirms the existence of a functional 
'cyclical' relationship. The works of Clark (1998: 143) and Knight and Trowler 
(2001: 3) suggest that leadership or effectiveness focuses on 'change' (in relation to 
achieving superior performance results), and management or efficiency focuses on 
how to plan, implement, and control 'change' (in relation to resource availability, 
allocation and utilisation). 
The works of Mullins (2003) on 'management practices', and Bennis and Nannus 
(1985) on 'leadership practices' suggest that the association between management 
'efficiency' and leadership 'effectiveness' is based on the assumption that the later 
represents 'input resources', 'means', or 'enablers' and the former represents 'outcomes 
or output', 'ends', or 'results'. Advocates of strategic quality management of TQM and 
Organisational Excellence Models, take this assumption further, by suggesting that, 
the well established deterministic 'cause-and-effect' relationship between 'inputs or 
resources' and 'outputs or results', confirms that the 'efficiency-effectiveness' 
relationship is similar to a 'cause-and-effect' relationship. This assumption underpins 
the structural basis for the EFQM Excellence Model, the MBNQA, and Kanji 
Business Excellence Models. It also underpins the RADAR principle, which 
represents an approach to quality and performance improvement driven by 'results' i. e. 
the 'R' in RADAR, where R= Results, A= Approach, D= Deployment, A= 
Assessment, and R= Review (British Quality Foundation, 2000; EFQM, 2003a). In 
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brief, 'efficiency' and 'effectiveness' are about managers in leadership position 'doing 
the right things right first time'. 
Blazey (1997) in his book titled Insights to Performance Excellence used the 'causal 
relationship' between 'efficiency' and 'effectiveness' to develop an audit tool for 
evaluating the customer complaints management systems of organisations. Zairi 
(2000a: 331-335) developed Blazey's (1997) audit tool into an elaborate methodology 
for evaluating best practices for improving customer complaints management 
systems. Both Blazey (1997) and Zairi (2000a) measured 'efficiency' in terms of the 
'degree of importance' of a management practice, along with the 'degree of 
effectiveness' of the practice. A modified version of Blazey's (1997) audit tool and 
Zairi's (2000a) best practice evaluation tool is used in this doctoral research study to 
measure 'gaps' in respondents' 'perception' of quality management practices in their 
respective higher education institutions. This involved the use of 'Likert scales' and a 
system of scoring responses in the design of Questionnaires as explained in detail 
later in Chapter Two under research methodology. 
1.2.4. Doctoral Research Gap and Research Objectives 
The key empirical research work from which the 'broad' doctoral research 'gap' or 
'problem' is identified was that of Srikanthan and Dalrymple (2001: 566-572) who 
suggested there is considerable urgency for the development of an appropriate model 
for quality in higher education. Their work is collaborated by Osseo-Asare and 
Longbottom (2001,2002) who questioned the suitability of the EFQM Excellence 
Model in UK higher education (see article under Appendix D2). The 'broad' research 
gap emanating from these empirical research studied is defined as: 
The absence or lack of an holistic and integrated model that is appropriate for 
sustaining continuous quality improvement in UK HEIs. Associated with this gap is 
the lack of the higher education version of the EFQM Excellence Model. This has 
made it difficult for individual HEIs to sustain Teaching and Research Quality 
Improvement levels over a long-term period and to do so on a continuous basis. 
The key words or concepts in the above definition include 'holistic', 'continuous 
quality improvement', and 'model' - these are defined in the Glossary on page 523. 
The broad research gap is analyzed in depth by examination of its component parts 
under Table 2.3 on page 117 by reference to existing literature. Appendix 1 on page 
421 provides a detail description of the nature of the research problems associated 
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with the broad research gap. Underpinning this 'broad' research gap or problem is the 
broad research question relating to the identity of critical success factors (CSFs) or 
criteria for deciding the appropriateness of a quality management model in UK HEIs. 
In order to answer this question a set of research objectives is required, which are 
linked together in a hierarchical manner. For the purpose of this research study this set 
of objectives comprises of'four' objectives categorised into 'primary' and 'secondary'. 
The Primary Objective is: 
"To develop a generic, holistic, integrated, and prospective model for sustaining 
quality in UK higher education institutions" 
The Secondary Objectives are: 
" To identify critical success factors (CSFs) from the internal, external and 
competitive environment in which UK HEIs operate; 
9 To describe the Best Practices linked to each critical success factor (CSF); 
" To explain the association between the critical success factors and Best 
Practices as basis for creating a theory and model for quality management in 
UK HER 
There is a hierarchical relationship between the three 'secondary' research objectives, 
which eventually links up with the 'primary' research objective. The Exploratory 
Phase of the Field Research Survey was aimed at achieving the 'first' of the 'three' 
secondary objectives using a Questionnaire. This was followed by a Conclusive 
Phase, which used Semi-structured Interviews to collect empirical data on best 
practices linked to the critical success factors (CSFs) identified earlier at the 
exploratory research phase - the aim was two-fold. 
" First, to give a `descriptive account' of best practices in academic and non- 
academic quality management areas - in order to achieve the 'second' secondary 
objective. 
" Second, to explain any association between CSFs and Best Practices as basis for 
creating an inductive theory and a model for quality management - in order to 
achieve the 'third' secondary objective, and by implication the primary research 
objective. 
1.2.5. Structure of the Doctoral Thesis 
The doctoral research thesis is divided into six chapters as follows: 
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Chapter One: 
Introduction and Critique of Existing Literature - approximately 32,000 words 
1.1. Strategic Reasons for Researching Quality in Higher Education at the Doctoral Level 
1.2. Review of the Environmental Factors Driving Demand for Higher Quality in UK HE 
Chapter Two: 
Critique of Existing Empirical Research Design and Methods - approximately 15,000 words 
2.1. Critical Evaluation ofAlternative Research Philosophy, Approach, Strategy and Methods 
2.2. Using the Gaps in the Literature and Expert Opinion to Design Research Instruments 
Chapter Three: 
Presentation and Analysis of Primary Data -approximately 10,000 words 
3.1. Presentation of Qualitative and Quantitative Primary and Secondary Data 
3.2. Analysis of Quantitative and Qualitative Primary and Secondary Data 
Chapter Four: 
Discussion of Empirical Research Results - approximately 16,000 words 
4.1. An Evaluation of the Empirical Results by Reference to Strategic Management Principles 
4.2. Creation of Polls of Critical Success Factors and Best Practices 
Chapter Five: 
Interpretations of Empirical Research Findings - approximately 13,000 words 
5.1. Creation of an Inductive Theoryfor Sustaining Academic Quality Improvement in the UK 
5.2. Development of a Model from the Inductive Theoryfor Quality Improvement 
Chapter Six: 
Conclusions and Recommendations - approximately 12,000 
6.1. Highlighting the Doctoral Research Thesis' Major Contribution to Knowledge 
6.2. Recommendations and Areas for Further Research 
References: 
Bibliographical Notes: 
Appendices: 
Publications and Papers: 
1.2.6. Summary of Chapter One and Link with Chapter Two 
Chapter One provided an introduction to the doctoral research thesis by firstly, 
reviewing the strategic reasons for conducting research into quality in higher 
education at the doctoral level. The overall view from the summary of main reasons 
osseo-asare jr., a. e. (2004) chapter one 98 
introduction & literature review 99 
outlined on page 14 suggests that, central to UK Government's commitment to 
modernisation of the system of higher education through cost-effectiveness, is the use 
of 'quality assessment' regimes as a basis for deciding funding allocations. It is 
therefore imperative for individual HEIs to deal with the controversy and conflict 
surrounding the meaning and relevance of 'academic quality' in order to formulate 
quality and performance improvement policies and strategies which are sustainable. 
This provides a justification for further research at all levels in particular the doctoral 
level to provide more insight into how best to sustain higher quality in an environment 
of scarce financial and non-financial resources. Secondly, Chapter One gave a critical 
commentary of existing literature resulting in the identification of many diverse 
internal, external, and competitive critical success factors (CSFs) driving demand for 
higher quality in UK HEIs. Table 1.22, below provides a checklist of some of the 
most significant internal, external and competitive critical success factors (CSFs) in 
the UK higher education environment. 
Table 1.22 
Checklist of the Most Significant Critical Success Factors in UK Higher Education Environment 
Source: Based on Literature Review 
No. Internal, External, and Competitive CSFs 
1 UK Government Selective Funding Allocation Policy and Strategy 
2 Changes in Quality Assessment Methodology by the AA and HEFCE 
3 Increasing Demand for Cost-effectiveness coupled with steady decline in Funding per Unit 
4 Increase in Participating Rate and Social Responsibility 
5 Investment in ICT Infrastructure and Systems of Internal and External Reporting 
6 Threat of New Entrants into the University Sector by General Colleges and Specialist Institutions 
7 Increasing demand for differentiation 
8 Increasing demand for Student satisfaction and delight 
9 Fundin gaps in Staff Recruitment and retention Budgets 
10 Leadership, policy, strategy for quality improvement 
1l Effective Process Management for Quality 
12 Systems Approach to Teaching and Research Quality Management 
By reviewing trends in critical success factors (CSFs), Chapter One exposed the 
contradictions and elements within quality management practices in UK HEIs, 
thereby setting the stage for deciding the research design, methods and instruments 
for primary data collection in Chapter Two. Three significant contradictions were 
exposed. The first, relates to he controversy and conflict over the extent to which 
quality in higher education should be seen as a convergence of diverse stakeholder 
perceptions, in order to provide a base for developing a 'composite' definition of 
academic quality. The second, relates to the evolution of approaches to quality from 
'inspection-based' to 'prevention-based', exposing the fact that most organisations 
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including HEIs are still 'reactive' rather than 'proactive' in their approach to quality 
management, evident by the high cost of inspection activities. The third is related to 
the fact that, in practice the choice of internal quality assessment methodology 
frequently involves changing the balance of power and value systems. This has made 
it even more difficult to integrate internal and external requirements for 
accountability. These three contradictions underpin the six main reasons for 
researching quality at the doctoral level outlined on page 14. The observed trends and 
the nature of the impact of internal, external and competitive CSFs on quality 
management practices have led to identification of the following inherent weaknesses 
in some of the alternative models for academic quality management: 
QAA and HEFCE Models are less holistic and do not enthusiastically embrace an 
integrated approach to academic quality management; 
" TQM Models are not well understood and are difficult to implement in higher 
education; 
" Excellence Models do not adequately reflect the context of teaching, learning, 
research and scholarship. 
These 'weaknesses' underpin the urgency for the development of an appropriate 
model for sustaining academic quality improvement in UK higher education 
institutions. 
Chapter One also established the functional relationship between 'efficiency and 
'effectiveness' as this underpins the measurement of 'gaps' in respondents' perception 
of quality in individual higher education institutions. Finally, Chapter One stated the 
primary and secondary research objectives, and provided an outline of the structure of 
the doctoral research thesis as comprising of six chapters. Chapter Two matches the 
research questions with alternative research philosophies, approaches, strategies, 
methods and instruments in order to select the most appropriate and cost-effective for 
achieving the primary and secondary doctoral research objectives. 
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chapterltwo 
CRITIQUE OF EXISTING 
RESEARCH DESIGN 
AND METHODS 
Chapter Two critiques existing literature on alternative Research 
Methodologies to help select the most appropriate research philosophy, 
approach, and strategy; research methods; and research instruments to 
enable primary data to be collected and analysed concurrently. Chapter 
Two, comprises of two sections: Section [2.1], provides a critical 
evaluation of alternative research philosophies, approaches, strategies, 
and methods; Section [2.2], uses the gaps in the literature and expert 
opinion to design broad and specific research questions for the 
Questionnaire and Semi-structured Research Interview Plan. The overall 
aim is to provide a justification for using a particular research design, 
methods, and instruments, for Primary Data Collection, Presentation, and 
Analysis. 
"... it is unwise to conduct research without an awareness of the philosophical and 
political issues that lie in the background" (Easterby-Smith et al., 2002: 3) 
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Critical Evaluation of Alternative 
Research Philosophies, Approaches, 
Strategies and Methods 
" The decision to study a topic in a particular way always involves some kind of philosophical choice 
about what is important. "(Easterby-Smith et al., 2002: 3) 
-L-4- his first section of Chapter Two provides a critical evaluation of alternative 
empirical research methodologies as basis for selecting the most appropriate research 
'philosophy', 'approach', `strategy', `methods', and `instruments', for this research 
study. It sets the stage for using the 'gaps' in the literature and expert opinion to design 
appropriate questions for the Questionnaires and Semi-structured Interviews as in 
Section [2.2]. Before turning our attention to the main purpose of this chapter, the 
sub-sections below, review the meaning of management 'research' and 'methodology' 
at the doctoral level; and the linear and non-linear 'models' of a doctoral research 
process - in the context of higher education. 
The Meaning of `Management Research ' at the Doctoral Level 
Existing literature suggest there are two extreme views about the meaning of 
`management' and `research'. First, `scientific management theorists' such as Taylor 
(1947), Fayol (1950), Gordon and Howell (1959), see `management' as a set of 
functional activities carried out by managers, and comprising of planning, 
implementing and controlling. Second, the `human-relation management theorists' 
such as Mintzberg (1973), see `management' in terms of `inter-relationships' in a 
work environment. These two extreme views of management have serious 
implications for the 'research process' as a whole and more specifically the 'choice of 
research design and methods'. On 'research process', scientific theorists encourage a 
step-by-step approach to research, underpinned by planning, implementation and 
control; whereas, human relation theorists prefer an interactive and iterative non- 
linear approach. On 'choice of research design and methods', scientific management 
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researchers are interested in `observational research methodologies' that provide a 
structured description of managerial activities and roles within case organisations. 
Whereas, human-relation researchers are more interested in `communicational. 
research methodologies' for gathering stories, narratives and conversations about 
what managers actually do at work (Churchill, 1999: 281-283; Easterby-Smith et al., 
2002: 6-7). 
Management practices according to Transfield and Starkey (1998) and Easterby- 
Smith et al. (2002: 8) are largely eclectic, in the sense that, managers need to be able 
to work across technical, cultural and functional boundaries; they need to be able to 
draw on knowledge developed by other disciplines. This poses two problems for this 
researcher; first, is whether to research into quality management from the perspective 
of one discipline, or multiple disciplines. This thesis may be described as a 
multidisciplinary research, in the sense that, it aims to produce results that are of use 
to practicing managers. Second, is how to resolve the problem of access into 
individual higher education institutions, and to deal with issues of confidentiality and 
publication rights (Saunders et al., 2003) -a formal request for access and respect for 
individual confidentiality was adopted in this research study. 
Research into management practices at the doctoral level may be broadly defined as: 
"A systematic, careful inquiry or examination, to discover new information or relationships and to 
expand or verify existing knowledge for some specific purpose" (Jankowicz, 1995) 
Jankowicz's definition may be related to the two extreme types of management 
research i. e. `pure' research and `applied' research identified by Easterby-Smith et al. 
(20002: 8-12). From the assumed research outcomes in Table 2.1, below, we can see 
that this doctoral research study may be described as `pure research' with `reflection' 
as the intended outcome. 
Table 2.1 
Types and Level of Management Research and their Outcomes 
Source: Based on the work of Easterby-Smith et al. (2002: 8-12) 
TYPES & LEVEL OF STUDY ASSUMED OUTCOMES 
Pure Research Many Outcomes: Theory Development - Discovery, Invention, Reflection 
1 Doctoral Research Study Practical Implications: There may, or may not be any practical use of results 
Research Audience: Mainly Academics 
Applied Research Main Outcomes: Theory Testing - Practical Applications 
2 Masters Research Study Practical Implications: Solving Specific Practical Problems 
Research Audience: Mainly Practitioners 
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According to Easterby-Smith et al. (2002: 9) `reflection' involves re-examination of 
existing group of management ideas, a technique, or theory in a different 
organisational or social context. For example, this thesis among other things re- 
examined the extent to quality management theories underpinning TQM and EFQM 
Excellence Model frameworks - which have been successfully implemented in private 
sector organisations - could be successfully applied in UK HEIs. Results from this 
`comparative study' have led to revision and modification of TQM and EFQM Model 
frameworks in the context of UK higher education. Even though this type of pure 
research outcome is less spectacular than `discovery' or `invention', it is very widely 
used in doctoral theses (Easterby-Smith et al., 2002: 9). 
Research Methodology Defined 
Jankowicz (1995) defined research methodology as: 
"The analysis of, and rationale for, the particular method or methods used in a given study, and in that 
type of study in general" (Jankowicz, 1995) 
This definition places emphasis on two aspects of methodology. First, the aspect 
relating to research 'design', which requires the researcher to explain the rationale for 
wanting to use a particular research method. Second, the aspect relating to research 
'methods' and 'instruments', which requires an analysis or evaluation of alternative 
methods and instruments, for primary data collection, presentation, and analysis, in 
order to select the most appropriate for a given study. As both resource limitations 
and time constraints were major considerations in this doctoral study, the choice of 
design, methods and instruments, were thought to be the most suited, for achieving 
the research objectives in a timely, cost-effective, and organised manner. 
Linear and Non-linear Models of a Management Research Process 
Although each doctoral research problem or opportunity imposes its own special 
requirements, the writings of Churchill (1999) and Saunders et al. (2003), suggest 
that, this research study can be productively viewed as a linear sequence of steps i. e. a 
process that includes: 
(1) Formulating the Research Problem and Stating Research Objectives; 
(2) Determining the Research Design in terms of philosophy, approach, and strategy; 
(3) Determining Research Methods and Instruments for Primary Data Collection; 
(4) Primary Data Presentation and Analysis; 
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(5) Discussion of Empirical Results and Interpretation of Empirical Findings; 
(6) Conclusions and Recommendations 
Like many social researchers including Burgess (1984), this researcher sees the 
doctoral research process not simply as a 'neat linear procedure' as required by 
scientific theorists, but also as a 'social process', involving complex interactive and 
iterative relationships between the researcher and the researched as suggested by 
human relation theorists. The systematic approach provided by the linear model was 
used as the thought process for thinking through research design before deciding on 
the appropriate research methods and instruments. It provided the thesis with a 
logical, well-structured layout. The complex social inter-relationships between the 
various stages of the linear research process place emphasis on the ontological and 
epistemological underpinnings of the doctoral research methodology (Burgess, 
1984: 31; Churchill, 2000: 67). 
2.1.1. The Philosophical and Empirical Underpinnings of Research Design 
In this doctoral research study, the philosophical and empirical underpinnings of 
`research design' and `research methods' are critically examined under separate 
headings and not as a single issue. The primary reason for doing so is to provide a 
clear definition for each, and to establish the linkage between, research `philosophy', 
`approach', `strategy', `methods' and `instruments'. Research design can therefore be 
defined as the structure or plan of investigation, inquiry or examination, which helps 
to obtain data, information or answers in response to broad and specific research 
questions linked to primary and secondary research objectives. It constitutes the 
blueprint or plan for primary data collection, measurement and analysis (Hussey and 
Hussey, 2000). A research design process therefore consists of three decision-points: 
first, deciding the possible 'philosophical' position, second, deciding the research 
'approach' and third, deciding the research 'strategies', which underlie research 
methods and instruments (Remenyi et al., 2002; Cohen et al., 2003; and Saunders et 
al., 2003). In brief, this doctoral research design process involved deciding on the 
appropriate `philosophical orientation', `research approach' and `research strategy'. 
Research Objectives and Research Philosophy 
At one extreme is `positivism', which has its roots in the `scientific methods' of 
natural sciences. To positivists, the world exists externally and objectively. Research 
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should therefore, be value-free, focus on facts, and data should be quantifiable. This 
enables a theory or hypothesis to be tested and subsequently validated (Saunders et 
al., 2003). On the other extreme, `phenomenology' has its roots in a `social' view of 
the world, which sees observations as only validated by meanings, understanding, 
opinions and feelings of people. Thus facts are not objective, and they are only useful 
in the context of the various interactions, which are the subject of the research. Data 
will thus be largely qualitative, and possibly difficult to verify, and generalisations are 
very speculative. Results will therefore not be value-free, and may only be relevant 
for a particular set of circumstances, at a particular moment in time (Saunders et al., 
2003; Hussey and Hussey, 2000). 
Some researchers use mixed methodologies in an attempt to achieve a balance, as 
opposed to using either positivist methodologies or phenomenological methodologies 
singularly. It encourages the use of a combination of philosophies, approaches, 
strategies, quantitative and qualitative methods of research, thus facilitating the 
process of `Triangulation' (Easterby-Smith et al, 2003). Triangulation of 
methodologies is used in this research thesis to assist in: 
Confirming data/information from different sources (Rossman and Wilson, 1991); 
" Encouraging the analysis of similarities or irregularities that are disclosed or 
revealed in order to establish various views of management and other 
stakeholders expectations (Saunders et al., 2003), with regard to quality 
management practices in higher education institutions. 
The philosophical orientation of a `critical realist' and that of a `pragmatist' are 
positioned between the two extreme philosophical positions (Tashakkori and Teddlie, 
1998; Miles and Huberman, 1994). This 'middle' ground is also taken by the 
philosophy of 'coherenticism' as espoused by Professors Collin Evers and Gabriel 
Lakomski on higher education management research methodology (Evers and 
Lakomski, 1991,2001). 
The linkages between the research objectives and research instruments have been 
established using the thought processes of both a `critical realist' and of a 
`pragmatist'. Application of these thought processes means adopting a 'critical 
perspective' in order to `dig' beneath the surface of `quality management' phenomena 
in UK HEIs. The aim is to `discover' the details of the current situation and to 
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`understand' and `explain' the reality working behind them (Harvey, 1990; Remenyi 
et al., 1998: 35; 2003). 
Research Objectives and Research Approach 
A purely `positivist' theory testing process of research, which is `deductive' and 
`nomothetic', and quantitative in nature, will not be utilised in this study, since this 
researcher has not developed any particular theory or hypothesis prior to commencing 
research (Saunders et al. 2003). This researcher's assumption about the way in which 
the defined doctoral research problem would be fundamentally approached was based 
mainly on the philosophy of theory building i. e. `phenomenological paradigm'. The 
focus is on meaning not facts, and it is `inductive' not `deductive', it is `ideographic' 
not `nomothethic' and qualitative in nature (Hussey and Hussey, 2000; Saunders et 
al., 2003). It is about how quality management in publicly funded HEIs, think and feel 
about quality management practices on their campuses. 
Research Objectives and Research Strategy 
This research study is `cross-sectional' and aimed at researching the dynamics of 
quality related problems identified over a three-year time horizon i. e. `longitudinal 
studies'. It involved a comparison of the expectations of a selection of different key 
informants from within and outside UK higher education sector. The overall purpose 
of the study was to collect empirical data to create theory and develop a model for 
sustaining quality improvement in UK HEIs. Achieving this purpose involved using 
`field research' as a type of research strategy - principally involving a relationship 
between the researcher and those who are researched - for capturing the opinions and 
feelings of quality managers, academics and administrators in higher education on 
quality improvement practices. Saunders et al. (2003) and other writers, offered 
various strategic options with regards to methods of collecting primary data, which 
include, surveys, case study, action research, ethnography, and experimentations. 
Even though relationships between variables were identified for discussion purposes, 
`experimental and `control' groups were not set up and observed in order to confirm 
any cause and effect relationships between intervening variables and resultant 
outcomes e. g. improved managerial knowledge and performance. The main reason 
being, the sensitive nature of the issues concerned apart from confidentiality and time 
constraints. The works of Fink (1995a: 3; 1995b) and Balnaves and Caputi (2001: 75), 
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suggest that the choice of a 'survey strategy for the field research was appropriate, 
because the settings for the study made direct observation of participants difficult if 
not impossible. The direct implication of being a critical realist or a pragmatist is that 
an inductive research approach will be used to implement the survey research 
strategy. The Field research survey strategy was implemented in two phases, 
beginning with the exploratory phase using questionnaires, followed by a conclusive 
or descriptive phase involving semi-structured interviews. Data from the exploratory 
phase helped in the identification of critical success factors (CSFs) - which were 
described in terms of their nature, role and importance to academic quality 
management. In summary, this sub-section examined the theoretical underpinnings of 
the 'research design' used in this research study. The next sub-section matches the 
research strategy and objectives with research methods as basis for designing research 
instruments for primary data collection. 
2.1.2. Matching Research Strategy & Objectives with Data Collection Methods 
To achieve the primary and secondary doctoral research objectives, both qualitative 
and quantitative data were collected. Primary data, is data collected `first-time' by a 
researcher `first-hand' for a specified purpose; secondary data, is data, collected 
`second-time' by a researcher `second-hand' for a specified purpose other than the 
original purpose for which it was first collected. According to Ryan and Bernard 
(2000: 769), qualitative data are in the form of `texts' and `narratives' about human 
thought and behaviour - human feelings and opinions. This researcher seeks to 
understand the experiences of quality managers - in as rigorous and detailed a manner 
as possible - in order to identify categories and concepts that are grounded in text and 
narratives. These concepts were then linked to create a formal theory as basis for 
developing a conceptual model for sustaining quality improvement in UK HEIs. In 
contrast, quantitative data, however, are about `numbers' e. g. numerical data relating 
to key performance results of each HEIs. Such numerical data were contained in 
written documentary evidence collected from interviewees - in the form of hand 
written notes, official records, reports, minutes of meetings and notes prepared by the 
interviewee. They represent useful sources of qualitative and quantitative data 
(Burgess, 1984: 123-142). This combination of multiple methodological practices, 
empirical materials, and perspectives in a single doctoral study, according to 
proponents such as Flick (1998: 231) adds rigor, breadth, complexity, richness, and 
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depth to any inquiry. However, the collection and analysis of both `primary' and 
`secondary' data - `qualitative' and `quantitative' in nature - according to Bryman and 
Burgess (1994: 222), raises two questions. First how far can `primary and secondary' 
data and `qualitative and quantitative' research be combined. Second, how far, the 
collection and analysis of one type of data, influences the other. The purpose in this 
doctoral research study was to `triangulate' sources and data i. e. check different 
findings against each other using multiple sets of data from multiple sources (Flick, 
1998: 231; Balnaves and Caputi, 2001: 95). This is the rationale for adopting a mixed 
methods approach involving the use of questionnaires and semi-structured interviews. 
Defining the Population and Determining the Sample 
The population or sample frame of UK HEIs is represented by the List of English 
HEIs, receiving Funding Allocations for 2003-2004, published in The Times Higher 
Education Supplement, on March 7 (THES, 2003d: 6-7). The list is made up of 77 
Universities, 14 General Colleges, and 41 Specialist Institutions, i. e. a population size 
of 132 English higher education institutions. The focus upon the natural settings in 
UK higher education institutions presented this researcher with problems of selection, 
requiring constant selection of locations for interviews, time periods, events and 
people to interview (Burgess, 1984: 53). A non-probabilistic judgemental sampling 
strategy was therefore adopted, because of the restrictions of time, money and 
willingness to participate. It was the appropriate sampling technique in this study 
because according to Burgess (1984: 55), it is an opportunistic sampling technique that 
requires researchers to select individuals and organisations, which were available and 
willing to participate in the research. The study sample comprised of 28 schools, 
colleges, faculties or departments within 14 universities who were willing to 
participate in the survey (see Table 2.2, below). These 14 universities represent 
approximately 18 per cent from a total of 77 universities in England. The decision to 
select 14 universities was based on Scott's (2001: 195) classification of UK higher 
education institutions in the university sector into `seven' categories: (1) Oxbridge (2) 
London (3) Civics (4) Redbricks (5) Plateglass (6) Technological (7) new institutions 
of 1992 i. e. post-1992 universities. For this doctoral study two universities in each 
category have been selected to make up the total of 14 universities. Each university is 
represented by 2 schools or departments to give a `manageable' overall sample size of 
28 higher education institutions. 
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Table 2.2 
Sample of Participating UK Universities 
Source: Osseo-Asare Jr. (2003) 
f-n_. _. 7.. C:..... 1A 
H EI-Cate o Number Name of University 
1. Oxbridge 1 University of Cambridge 
2 University of Oxford 
11. London 3 University of Durham 
4 University of London 
III. Civic 5 University of Manchester 
6 University of Birmingham 
IV. Redbrick 7 University of Reading 
8 University of Exeter 
V. Plateglass 9 Universe of Essex 
10 University of Warwick 
VI. Technological 11 Loughborough University 
12 University of Surrey 
VII. Post-1992 13 University of Derby 
14 * Sheffield Hallam Universe 
Snowball sampling is the second non-probabilistic technique (Burgess, 1984: 55) that 
was used to select `experts' for the semi-structured interviews. These `Experts', `Key 
informants' or `Elites' are in the wider research community comprising of both 
private and public sectors including the higher education sector with experience in the 
use of the EFQM, MBNQA, QAA and HEFCE Models for achieving quality and 
performance excellence. As indicated by Coleman (1958), snowball sampling 
involves asking informants to put the researcher in touch with other individuals and 
organizations who are subsequently interviewed. 
Time sampling i. e. selecting the time for interviews and to send out questionnaire is 
ever present in all field situations (Burgess, 1984: 61-62). This researcher took note of 
the influence external assessment could have on the response to particular research 
questions (Murphy, 2002). For instance, interviews held at the time of the QAA's 
teaching quality assessment exercise were likely to bias the results obtained. In 
addition, respondents may tend to paint a more optimistic picture of the research 
quality management systems in place in their institution, when in reality the actual 
situation, is perhaps just the minimum acceptable standards for achieving quality 
improvement (Murphy, 2002; Longbottom, 2002). 
Dealing with the Problem of Gaining Access 
This researcher was aware that ethical concerns emerge when seeking access to 
various universities and individuals, during the data collection and analysis process 
and when reporting the research findings (Saunders et al., 2000: 130). The conduct of 
this doctoral research was therefore guided by the `Ethical Policy and Guidelines for 
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Research' provided by the University of Derby (Derby, 2000a). Some of the ethical 
issues associated with the data collection stage were general issues that apply to 
whichever data collection and analysis method is used; for example, the need to 
maintain promises about confidentiality and participant's right of anonymity, was a 
key issue (Wells, 1994; Saunders et al., 2000: 135-139). This researcher was also 
aware of the fact that creating sufficient scope to fully address the research questions 
and objectives requires gaining permission for physical access and continuing access 
(Saunders et al., 2000: 115). Physical access to the HEIs sampled was formally 
requested from top management of the institutions, namely - the principal of the 
college, dean of the school, or the head of department or faculty. Continuing access 
was maintained through regular contacts via e-mail, telephone, fax, and meetings with 
these experts at local and international conferences. 
Primary Data Collection Using Questionnaires: 
The Questionnaire used in this research study comprised of both qualitative (open- 
ended) and quantitative (closed-ended) questions, which were expected to elicit, 
qualitative (descriptive) and quantitative (scaled) responses - these responses 
represent primary data. The questionnaire was piloted at the Derbyshire Business 
School and the School of Computing and Technology within the University of Derby 
with very good feedback on the ease of administration and completion. These results 
confirmed the Questionnaire as a valid research survey instrument for collecting 
accurate or correct primary data in response to qualitative and quantitative questions 
(Fink, 1995a: 41; 1995b). 
Primary Data Collection Using Semi-Structured Interviews 
The doctoral research interviews were mainly `face-to-face'; with the objective of 
firstly, collecting `primary' data; and secondly, `secondary' data, in the form of 
documentary evidence in support of practices - either during or after the interviews. 
To allow for flexibility to follow-up leads, the semi-structured interviews were 
followed by e-mail contacts - particularly, where there were `practical' difficulties in 
getting further access to key informants. The value of the information obtained via e- 
mail correspondence largely depended on the establishment of the necessary trust 
with participants. Even though this researcher was interested in what top management 
did, systematic observation to discover the meanings they attach to their actions and 
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the frequency of those actions was not carried out in this study. This was so, because 
of the: 
" Sensitive nature of the study, 
" Complexity of internal politics, 
" Time constraints, 
" Need to maintain confidentiality and to be a full working member of the 
university. 
Talking informally with participants in order to gain background information about 
procedures, culture and values relating to their university formed part of the semi- 
structured interview process, and was also based on the establishment of trust with 
participants. To gain useful `pre-understanding' with which to approach the primary 
research phase of the study, the following aspects of secondary research were carried 
out: 
" Firstly, a review of textbooks, magazines, journals including on-line academic 
indices such as ANBAR and EMERALD and various web-sites. 
" Secondly, documentary evidence about various aspects of UK Higher Education 
Institutions - in particular their quality improvement programmes were obtained 
from participating departments. 
Finally, there was the taught stage of the research methods in management and 
business research programme - in particular: Research Design and Strategy 
Module; Data Collection and Analysis Module; Fieldwork Processes; Application 
of Skills Module; and the Research Portfolio Module, required broad reading and 
immersion into relevant issues. 
Summary of Choice of Research Design and Methods for Thesis 
Section [2.1] provided a critical evaluation of alternative research philosophies, 
approaches, strategies, and methods, which helped in the selection of the most 
appropriate and cost-effective for this research thesis. A mix methodological approach 
to research is believed to facilitate the process of `Triangulation' and the achievement 
of a balance perspective. The combination of multiple methodological practices, 
empirical materials, and perspectives in a single doctoral study, is also believed to add 
rigor, breadth, complexity, richness, and depth to any inquiry. 
A mixed methodology is consistent with the philosophical orientation of `critical 
realism', `pragmatism', and 'coherenticism' as espoused by Tashakkori and Teddlie 
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(1998) and Evers and Lakomski (2001). The overall purpose was to collect both 
quantitative and qualitative data to create theory and develop a model for sustaining 
quality improvement in higher education institutions in the UK. 
Section [2.1], First, examined the meaning of 'research' from both 'scientific' and 
'human-relation' management perspectives and showed how this doctoral study may 
be debatably described as an example of 'pure' rather than 'applied' research. 
Second, the main reason for adopting a linear doctoral research process model was 
because, it provided a systematic approach for thinking through research design 
before deciding on the appropriate research methods and instruments. 
Third, it separated the meaning of research 'methodology into two components parts: 
research 'design', and research 'methods and instruments' - to facilitate understanding. 
Fourth, research design was defined as the structure, plan, or matrix, comprising of 
exploratory questionnaires and conclusive interviews; and three decision-points: the 
adoption of a 'critical realist' stance, an inductive and deductive 'approach' and a field 
research 'survey' strategy for the doctoral research study. 
The overall purpose for reviewing the literature on research philosophy, approach, 
strategy, methods, and instruments in Section [2.1], was to set the stage for Section 
[2.2], which uses the 'gaps' in the literature and expert opinion to design broad and 
specific research questions. These questions were then incorporated into a five-part 
questionnaire under five research themes and semi-structured interview schedules. 
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2G. 2 
Using the Gaps in the Literature and 
Expert Opinion to Design Research 
Instruments 
"The selection and wording of questions are strongly influenced by the survey's context: its purposes, 
who asks the questions, how they are asked, who answers them, and the characteristics of respondents 
and responses " (Fink, 1995b: 3) 
JL-L his section, first restates the 'broad' doctoral research gap, the 'broad' research 
problem, and the 'broad' research question, which in turn leads to restatement of the 
primary and secondary doctoral research objectives. For the purpose of this research 
study, a research gap is represented by a 'gap' in the literature, and is defined in terms 
of the perceived or actual 'differences' between quality management theory and 
practice as reported by well known academics and practitioners in textbooks and 
reputable international journals. In the light of budgetary constraints, only highly 
significant 'gaps' i. e. those found to be clearly linked to the broad research problem 
and question were researched. Second, this section also explains the process of 
translating the 'broad' research question into 'specific' research questions in the design 
of the five-part Questionnaires and Semi-structured Research Interview Plan. 
Restating the Broad Doctoral Research Gap, Problem and Question 
The broad research gap may be restated 'broadly' as: 
The absence or lack of an holistic and integrated model, that is appropriate for 
sustaining continuous quality improvement in UK higher education institutions. 
Two keywords in the definition i. e. 'appropriate' and 'holistic' are well encapsulated in 
the following statements by Srikanthan and Dalrymple (2001: 566), that: 
"There is a considerable urgency for the development of an appropriate model for quality in higher 
education" 
"Attempts to apply the Quality Management Models from Industry (e. g. TQM and Business Excellence 
Models) have not been fully successful. " 
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"... a composite holistic model for quality in higher education can be developed addressing the service 
and education aspects synergistically. " 
The broad research 'problem' stemming from the broad research 'gap' is that: 
Teaching and Research Quality improvement objectives and targets once achieved 
are not sustainable over a long-term period on a continuous basis. 
The controversy over the meaning of quality and about applicability of alternative 
approaches to quality improvement in higher education suggest the critical issues or 
factors impacting on academic quality management need to be identified through 
empirical research. As a consequence the corresponding broad research question 
emanating from the above broad research problem is: 
What are the criteria or critical success factors (CSFs) for deciding the 
appropriateness of a quality management model in UK higher education institutions? 
This broad research question identifies four keywords. These are Critical Success 
Factors, Quality Management Model, Higher Education Institutions, and United 
Kingdom. The response to this question will help identify and rank the critical success 
factors prevailing in the macro, micro and internal environment of UK higher 
education as basis for model development. These keywords therefore provide the base 
for formulating the primary and secondary research objectives restated below. 
Restatement of the Primary and Secondary Doctoral Research Objectives 
To answer to the broad research question as stated above requires a set of research 
objectives, which are linked to each other in a hierarchical manner. The set of 
objectives used in this study comprises of 'four' objectives: the first three objectives 
below i. e. 1,2,3, represent the three secondary doctoral research objectives, and the 
fourth objective represents the primary doctoral research objective. As expected, the 
secondary objectives need to be achieved in order to achieve the primary objective. 
1. Identification of Critical Success Factors (CSFs) in the internal, external, 
and competitive environment in which UK HEls operate. 
2. Identification and Description of Best Practices linked to each CSF. 
3. Explanation of the association between Critical Success Factors and Best 
Practices as basis for creating a Theory for sustaining quality improvement 
in UK HER 
4. Using the Theory to develop an 'appropriate model for Quality in UK 
Higher Education Institutions. 
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2.2.1. Breaking down the Broad Research Gap, Problem and Question into 
Useful Component Parts for Designing the Research Instruments 
Table 2.3 below shows a break down of the 'broad' research gap into 'nine' component 
parts or'gaps' by reference to the main reasons given in the literature for the lack of an 
holistic and integrated model appropriate for quality management in UK HEIs. It also 
shows the break down of the broad research problem and question into 'nine' 
component parts to match the broad research gap. The purpose for reducing the broad 
research gap into its component parts was to obtain more insight into the nature of the 
broad research gap, and to provide better understanding of the broad research problem 
and question. The link between each of the 'nine component 'gaps' to corresponding 
research problem and question - as presented in Table 2.3 - is described below. 
Gap #1 
The misconception about the meaning and relevance of critical success factors (CSFs) 
in UK HEIs has made it difficult for individual institutions to successfully identify, 
measure, and implement critical success factors for sustaining teaching and research 
quality improvement. This problem raises questions about the meaning and identity of 
CSFs in the context of quality management in individual UK HEIs. 
Gap#2 
The unresolved dispute over the extent of private sector contribution to the funding of 
public sector higher education has made it difficult for individual HEIs to effectively 
implement strategies for diversifying their sources of funding. This poses serious 
questions about the Government's long-term commitment to modernisation of the 
system of higher education, and about whether or not stakeholders who benefit the 
most from the system of higher education should be asked to pay the full economic 
price for higher education products and services. 
Gap#3 
The uncertainty over the level of engagement of HEIs in commercial or 'business' 
ventures remains unresolved. This represents lost opportunity because potential 
sources of funding remain untapped. This raises questions about how far active 
engagement in commercial activities will require a fundamental change in the legal 
status and mission of individual HEIs - with long-term serious implications for quality 
development. 
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Gap#4 
The works of Palfreyman (2001), Beckford (2002), and Kanji and Tambi (2002) on 
quality models based on 'systems infrastructure' suggest that there is a serious 
'structural defect' or 'gap' in the structure on which QAA and HEFCE models are 
based. This has led to both models placing too much emphasis on 'processes' rather 
than on 'inputs-processes-outputs' on a whole as required by systems theorists. This 
raises questions about the effectiveness of 'process' ownership and accountability, and 
responsibility for 'process' improvement and management. 
Gap#5 
The writings of Brennan and Shah (2000) suggest that the existence of sub-groups 
within both pre-1992 and post-1992 universities, bares testimony to the fact that these 
universities acting on their own or in small groups are still very much interested in 
protecting their interests. This has created problems about how to share 'good' and 
'best' quality management practices. It questions the validity of collaborative 
partnerships and the effectiveness of benchmarking initiatives. 
Gap#6 
The disagreement between policy makers working in and for the Higher Education 
Funding Councils (HEFCs) and HEIs over whether or not to strengthen the link 
between Teaching and Research remains unresolved. This has made it more difficult 
to develop a 'composite' meaning of quality in higher education, raising questions 
about whether or not a 'composite' conception of quality will be acceptable to all 
stakeholders. 
Gap#7 
The misconception about quality management concepts such as 'continuous quality 
improvement', means some academic and practitioners still see commercially derived 
concepts as incompatible with reflective theories of teaching and learning. This raises 
questions about the 'suitability' of commercially derived concepts in higher education; 
and whether or not the QAA Model is the most appropriate for Teaching and Learning 
Excellence. 
Gap#8 
This is similar to Gap#7 above considering that the academic function comprises of 
teaching, learning, research, and scholarship activities. Some academics and 
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practitioners still argue that 'continuous improvement' is incompatible with reflective 
theories of research and scholarship not only teaching and learning. This raises 
questions about the 'suitability' of commercially derived models such as the EFQM 
Excellence Model in higher education, and whether or not the HEFCE Model for 
Research Quality Assessment should continue to be the framework for sustaining 
research quality improvement in the UK. 
Gap#9 
The misconception about the meaning and applicability of TQM and TQM-derived 
Excellence Models in UK HEIs according to Kanji and Tambi (2002) has made it 
more difficult for top management in many institutions to adopt these models. This 
raises questions about the role of top leadership and management in bringing about 
change in structure and culture required to sustaining continuous quality and 
performance improvement in individual HEIs. 
Appendix Al provides a detail description of the nature of the problems associated 
with the 'nine' research gaps. Appendix A2 provides a full list of the 'broad' and 
'specific' questions derived from each problem. The questions in Appendix A2 were 
incorporated into a five-part Questionnaire and Semi-structured Interview schedules. 
Sub-section [2.2.2] below explains how the research instruments were designed and 
the rationale for each question. The basic principle as illustrated in Table 2.3 earlier is 
that each question is derived from a research problem which traces back to a research 
gap - by so doing this researcher ensured that the questions elicit responses that will 
help achieve the primary and secondary research objectives. 
2.2.2. Designing the Research Instruments 
The design of research instruments is based on `questioning or communicating' 
methods of collecting primary data, in direct contrast to data collection methods based 
on `observation'. This sub-section provides a critical evaluation of each of the 
research questions grouped under 'five' research themes making up the Exploratory 
Research Questionnaire, and the Conclusive Research Interviews. This sets the stage 
for Chapter Three, on Data Presentation and Analysis. For the purpose of designing 
the research instruments, the 18 broad and specific research questions presented 
earlier in Table 2.3, have been re-categorised under 'five' related research themes or 
subject areas as follows: 
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1. Best Practices for Excellence: 
Academic Excellence. 
2. Evaluation of Best Practices: 
Best Practices in Academic Areas, Documentation of Best Practices. 
3. Stakeholders in UK Higher Education. 
4. Performance Management in UK Higher Education. 
5. Development ofAlternative Excellence Models for UK Higher Education 
A. Questionnaires for Exploratory Research 
The Questionnaire comprises of 69 main questions, under the above 'five' related 
research themes. Part One of 17 Questions on: Best Practices for Excellence; Part 
Two of 28 Questions on: Evaluation of Best Practices; Part Three of 11 Questions on: 
Stakeholders in Higher Education; Part Four of 6 Questions on: Performance 
Management; and Part Five of 7 Questions on: Development of an Alternative 
Excellence Models for Higher Education. The complete set of the Questionnaire can 
be found under Appendix A3. 
Part One: Best Practices for Excellence 
The responses to Questions#1, #2, and #3 - displayed in the 'box' below - are 
identified by Churchill (1999: 272), and Churchill and Iacobucci (2002), as 
representing a type of primary data. They describe the respondent's `state of being' or 
`demographic and socio-economic characteristics' brought to the job as quality 
managers, or senior academics and administrators, responsible for the quality of 
teaching and research. 
Question#1: 
Which of the following job positions do you occupy within your institution/school? 
Question#2: 
Do you have a Job Description clearly defining your responsibility for quality in your institution/school? 
Question#3: 
How many years experience do you have in the areas of quality and performance improvement, and/or best 
practice and excellence management? 
Question#1 and #2 relate to `occupation' and Question#3, relates to `age or years of 
experience' of the job. These variables were be used to determine whether 
respondents `management' and `leadership' styles are related to their job positions, 
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job descriptions, and years of experience on the job. According to Wind (1978: 317- 
337), the responses to such questions will help delineate the higher education market 
segments in the UK. 
The responses to Questions#4, #5, #6 and #7 - shown in the 'box' below - are about 
the link between `structure', `people', and `communication'. They are described in the 
literature as providing primary data, on respondents' work environment; relating to the 
context in which quality managers organise their work (Warner and Crosthwaite, 
1995: 1-6; Rushton, 2001: 169-177; Knight and Trowler, 2001: 47-68). Questions#4, 
#5, #6 and #7, are therefore linked to Questions#1, #2, and #3, above. Question#4 is 
about `formal structures for quality management', Question#5, is about `the positions 
of academic and non-academic staff in the formal structure', and Question#6 and #7, 
relate to the effectiveness of internal `communication' systems at school and 
institutional levels. These variables i. e. structure; people; and communication, have 
been used in this thesis to determine the extent to which there is a deliberate strategy 
for achieving and sustaining quality and performance management at both school and 
institutional levels, in the participating UK higher education institutions. 
Question#4: 
Does your institution/school have a dedicated division/departmenbsection solely responsible for quality 
management issues e. g. Teaching and Research Assessment Scores? 
Question#5: 
Does your institution/school have personnel at top management level e. g. deanery with responsibility for 
leading and formulating institution/school-wide quality improvement strategies? 
Question#6: 
Do you know your institution's/school's most recent QAA Score? 
Question#7: 
How would you describe your institution's/school's internal reporting system for quality management? 
The responses to Questions#8 - see 'box' below - is about the meaning and relevance 
of the notion of `Excellence' in higher education environment; described in Churchill 
(1999: 277), and Churchill and lacobucci (2002), as providing primary data, on the 
respondent's level of awareness and knowledge as quality managers. 
Question#8: 
Please define or describe briefly the notion of 'Excellence' in the context of your institution/school based on 
your personal observation and experience? 
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Question#8 is therefore linked to Questions#1 to #7 above. The response to this 
question helped determine the extent to which respondents are knowledgeable about 
current quality management terminology. 
Like Question#8, Questions#9, #10, and #11 - in the 'box' below - are in a separate 
category. The responses to these questions are related to the effectiveness of external 
models for assessing quality and performance in higher education, with particular 
reference to national models such as the UK's QAA Model for Teaching Quality 
Assessment (QAA, 2002a). Question#9, is about the impact of the QAA model on 
institutional efforts to improve teaching quality; Question#10, is about the `strengths 
and `weaknesses' inherent in the QAA Model as determined by practitioners; and 
Question#11, relates to what practitioners see as the philosophical underpinnings of 
the QAA Model. The responses will help determine the level of maturity of the QAA 
Model toward TQM practices in the participating UK HEIs. 
Question#9: 
Have the UK Quality Assurance Agency's requirements for quality improvement in higher education brought 
about significant quality improvement in your institution/school? 
Question#10: 
In your opinion what are some of the major strengths and weaknesses in the use of QAA procedures for 
quality management in higher education? 
Question#11: 
Into which category would you put the QAA procedures for assuring academic quality? 
Question#12: 
Which of the following Student perception measures have been implemented within your institution/school? 
Question#13: 
Which of the following Academic and/or Administrative Staff perception measures have been implemented 
within your institution/school? 
Question#14: 
The following perception measures are recognized by external agencies (e. g. QAA; Funding Councils; 
Publishers of League Tables; which of these have been implemented within your institution/school? 
Question#15: 
To establish the views, needs and priorities of staff, a range of approaches is used to capture direct feedback. 
Which of the following approaches have been implemented in your institution/school? 
Question#16: 
Which of the following perception measures have been implemented in your institution/school, in order to 
measure the perception the community/society has about your institution/school? 
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The responses to Questions#12 to #16 - see 'box' above - relate to the measures used 
by higher education institutions, to capture the `perceptions' held by key internal and 
external stakeholder groups on institutional quality and performance. Question#12 
and #13 are about measures for capturing `students' and 'staff' perceptions about 
internal quality and performance levels. Question#14, is related to measures for 
capturing the perception of `external funding bodies' such as the QAA and HEFCE; 
Question#15, is about measures for capturing staff feedback, which may be related to 
Question#13. Question#16, relates to measures for determining the perception held by 
the community or society in which the institution operates. The responses to these 
questions provide primary data, on the speed with which individual respondents, and 
their respective institutions respond to the need and expectations of internal and 
external stakeholders. Finally, the response to Questions# 17 will help determine the 
extent to which previous QAA exercises have brought about significant improvement 
in well-known TQM critical success factors. This question is related to Questions#9 
to #11 above, and is aimed at providing more insight into the extent to which external 
models have impacted on internal assessment procedures. 
Question#17: 
To what extent do you agree that previous QAA exercises conducted within your institution/school resulted in 
achieving improvements in the following performance measures? 
Part Two. Evaluation of Best Practices 
Part Two covers 28 Best Practices that, represent the characteristics of an excellent 
higher education institution, defined here as institutions with the capacity and ability 
to produce world-class or best-in-class results. Best practices are defined as practices 
that are deemed highly important and highly effective in delivering world-class 
performance results. The works of Bargh et al. (2000) suggest that, quality managers' 
normal pattern of behaviour are represented by their attributes or traits. These 
attributes are important and effective in affecting the behaviour of their subordinate 
staff. Question#1 to Question#12 - listed below - are about `leadership involvement' 
in quality management activities. The twelve questions respectively represent the link 
between `leadership' and `mission and objectives'; `culture for excellence'; `staff 
work-reward systems'; `collaborative partnerships'; `social responsibility issues'; 
`personal development'; `process ownership'; `interface management'; `stakeholder 
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satisfaction and delight'; `quality and excellence champions'; `external reporting 
mechanisms'; and `marketing research'. 
Question #1: 
Your personal involvement in the development and communication of the school's mission and vision, 
using top down, bottom up and horizontal communication channels. 
Question #2: 
Your personal and active involvement in sharing best practice and knowledge as basis for creating and 
sustaining a culture of excellence. 
Question#3: 
Your personal and active involvement in aligning staff job descriptions and reward systems with 
quality improvement policy and strategy in order to identify and prioritise quality improvement 
activities. 
Question #4: 
Your active involvement in encouraging and supporting inter-departmental and inter-school 
collaboration through participation in partnerships and joint improvement activities. 
Question #S: 
Your personal involvement in stimulating and sustaining staff involvement in health and safety, the 
environment and social responsibility issues through timely recognition of both team and individual 
efforts at all levels within the school. 
Question#6: 
Your personal involvement in acting upon your own future leadership requirements and upon the 
findings of learning activities. 
Question#7: 
Your personal and active involvement is aligning the school's structure, human resource plans, and 
key processes with its quality improvement policy and strategy in order to sustain team effort. 
Question#8: 
Your personal and active involvement in ensuring that an integrated system for managing quality 
improvement processes is developed, implemented and controlled. 
Question#9: 
Your personal and active involvement in determining and meeting the present and future needs, 
expectations and concerns of all identifiable stakeholders, e. g. students and staff. 
Question#10: 
Your personal and active participation in professional bodies, conferences and seminars, in order to 
promote and support strategies for sustaining quality improvement in higher education. 
Question#11: 
Your personal and active involvement in communicating your school's quality improvement objectives 
and targets to all identifiable stakeholders. 
Question #12: 
Your active involvement in information gathering to help define the market and market segment the 
school will operate in both now and in the future. 
Question#13 to Question#21 - as listed below - are about `mission, vision, values, 
principles, policy, strategy and objectives and targets for quality involvement in 
teaching and research activities. These questions respectively represent the link 
between `policy and strategy' for quality improvement and `information' from 
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multiple sources (#13); `competitive advantage' (#14); `risk and uncertainty' (#15); 
`policy deployment' (#16); `staff appraisal' (#17); `objectives and targets' (#18); 
`synergy creation' (#19); `acquisition and utilisation of funding' (#20); `support- 
service quality' (#21); 
Question#13: 
Basing quality improvement policy and strategy on information from internal and external 
performance indicators, marketing research and learning activities. 
Question #14: 
The need for quality improvement policy and strategy to clearly identify present and future critical 
success factors as basis for gaining competitive advantage. 
Question#15: 
Incorporating alternative scenarios and contingency plans into quality improvement policy and 
strategy to address risk and uncertainty in the future. 
Question#16: 
Your active involvement in the deployment of quality improvement policy and strategy throughout the 
school, through a framework of key/core processes. 
Question#1 7: 
Your regular evaluation of academic and/or administrative staff awareness of quality improvement 
policy and strategy throughout the school. 
Question#18: 
Your active involvement in encouraging the use of quality improvement policy and strategy as basis 
for 
planning improvement activities and setting improvement objectives and targets throughout the school. 
Question#19: 
Your active involvement in the creation of synergy in partnership relationships. In order to improve key 
processes and add value to both the internal and external customer-supplier chain. 
Question #20: 
Your personal and active defence of the requirements for funds in support of quality improvement 
policy and strategy implementation. 
Question#21: 
Your active involvement in managing the maintenance and utilization of buildings, equipment, and 
materials to improve total asset life cycle performance. 
Question#22 to #28 - as listed below - like Questions#1 to #12 are about `leadership 
involvement' in quality management activities. These questions respectively represent 
the link between `leadership' and `strategic evaluation processes' (#22); `information 
and knowledge management' (#23); `change management' (#24); `new process 
introductions' (#25); `process design' (#26); `systematic approaches' (#27); 
`balancing financial and non-financial performance measures' (#28). 
Question#22: 
Your active involvement in identifying and evaluating alternative and emerging technologies in the 
light of changing quality improvement policy and strategy and their impact on the school and society. 
osseo-asare jr., a. e. (2004) chapter two 12! 
research design, methods, instruments 126 
Question#23: 
Your personal involvement in collecting, structuring, and managing information and knowledge, in 
support ofyour school's quality improvement policy and strategy. 
Question #24: 
Your personal and active involvement in piloting and controlling the implementation of new or 
changed processes. 
Question#25: 
Your personal and active involvement in identifying and prioritising improvement opportunities and 
other process changes both incremental and breakthroughs. 
Question #26: 
Your personal and active involvement in designing key processes needed to deliver quality 
improvement policy and strategy, based on operating philosophies and enabling technology, and 
setting process performance targets. 
Question#27: 
The need to be involved in the implementation of a systematic approach to measuring 
customer/stakeholder perception of the school. 
Question#28: 
Your personal and active involvement in identifying a comprehensive set of upstream financial and 
non-financial performance indicators that can be compared with targets and benchmarks. 
Part Three: Stakeholders in UK Higher Education 
Part Three comprises of 11 questions - listed in the three 'boxes' below - on various 
stakeholders with different long-term interests in higher education. Question#1, is on 
the relative power of each stakeholder to influence academic quality development; 
Question#2, looks at the relative benefit derived by each stakeholder from 
improvements in academic quality; and Question#3, evaluates stakeholders in terms 
of their long-term interests in higher education. 
Question#1: 
Please evaluate the following stakeholders in terms of their power to influence the quality of teaching and 
learning in UK higher education institutions. 
Question#2: 
Please evaluate the following stakeholder groups in terms of the relative benefits each group would derive 
from improved qualify of teaching, research, and support-services, in UK higher education institutions. 
Question#3: 
Please evaluate the following stakeholder groups in terms of their sustained interests in the survival of the 
higher education system in the UK 
The debate about whether or not stakeholder groups who benefit the most from the 
provision of higher education, be made to pay for the benefits they derive at the 
economic rate is dealt with in Question#4. Question#5, determines the extent to which 
publicly funded higher education institutions ought to be allowed to enter into 
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business ventures, in order to raise funds for future expansion. Question#6, evaluates 
the ability of respondents to accurately predict future trends in government policy, 
and to make a judgement on how a shift in policy would impact on quality 
development in the institution. Question47, evaluates various stakeholder groups in 
terms of the contributions they make towards quality development in higher 
education. 
Question#4: 
Should stakeholder groups who benefit the greatest from the provision of higher education be made to pay for 
the benefits in amounts proportionate to the benefits derived? 
Question#5: 
Should higher education institutions be allowed to set up businesses; with their various stakeholders providing 
capital; and profits reinvested in the development of the institutions; as further development of their 
collaborative partnership with other organisations? 
Question#6: 
In the very long-term say 25-50 years, do you foresee a shift in central government policy from the present 
`cut in government funding' for higher education to 'increase in funding'? 
Question#7: 
Please evaluate the following stakeholders in terms of the positive contributions they make towards the 
achievement of the quality and performance objectives of your schoollinstitution. 
Question#8 to Question#11 deal with institutional measures for capturing the 
perceptions different stakeholders have about the institution's quality and 
performance. These questions respectively cover the perceptions of: students as 
customers; academic and administrative staff; external funding bodies; and society or 
community in which institutions operate. 
Question#8: 
Evaluate the following student/customer perception measures in terms of their relative importance in 
delivering quality improvement in your school institution. 
Question#9: 
Please evaluate the following academic and/or administrative staff performance measures in terms of their 
importance to the delivery of improved quality within the schoolnsfitution. 
Question#10: 
Please evaluate the following perception measures - recognized by external funding agencies and publishers 
of League Tables - in terms of their relative importance in the formulation of quality and performance 
improvement strategies within the institution/school. 
Question#11: 
Please evaluate the following perception measures in terms of their relative importance in measuring the 
perception the community/society has about the institution/school. 
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Part Four: Performance Management in UK Higher Education 
Part Four comprises of 6 questions - listed in the two 'boxes' below - aimed at 
capturing respondents' views on the relevance of performance measures, performance 
indicators, and performance management in higher education institutions. Question#1 
and #2, are respectively on the `relevance' and `usefulness' of `performance 
measures' and `performance indicators' in assessing quality and performance in 
higher education. Question#3, seeks to determine any association between staff 
performance indicators and staff reward systems. 
Question#1: 
In your opinion based on your own experience, is the use of performance measures, relevant in assessing 
individual and organisational levels of performance in a higher education environment? 
Question#2: 
Do you find the use of performance indicators in assessing the quality of teaching and research useful? 
Question#3: 
In practice do you link any of your staff performance indicators (e. g. high research assessment exercise 
scores) to a staff reward system (e. g. staff promotions)? 
Question#4 and Question#5 below, reflect the current agenda of the UK Labour 
Government to widen participation in higher education, in relation to the extent to 
which institutional attempt to `widen participation' impacts on Entry Standards and 
Standards of Awards. Question46 evaluates specific `performance indicators' in use 
in most UK higher education institutions in terms of their relative importance and 
effectiveness for making internal judgements about the level of academic and 
administrative quality; this is directly linked to Question# 1 and #2 above. 
Question#4: 
In view of the current political interest in widening access to higher education, do you consider Entry 
Standards in your schooLrinstitutions, as 'declining' or'improving'? 
Question#5: 
Do you consider the difference between the Entry Standards and the Standards of degree awarded by your 
school/institution as 'widening' or'narrowing? 
Question#6: 
Please evaluate the following performance indicators in the school/institution for making internal judgements 
about the levels of academic and administrative quality, in terms of their relative importance and relative 
effectiveness in contributing to significant improvement in the quality of teaching and research. 
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Part Five: The Proposed Alternative Excellence Model For UK Higher Education 
Part Five is the final part of the Questionnaire, and comprises of 7 questions - listed 
below - on the proposed model for sustaining quality and performance improvement 
in UK higher education institutions. The proposed structure of the model is based on 
current literature and not on empirical data. The main aim is to test current concepts 
as basis for developing the final model. Question#l, is on possible areas of higher 
education that needs to be included in the model; Question#2, determines the 
possibility and feasibility of integrating different areas of activity in a higher 
education environment; Question#3, determines the continuous relevance of 
marketing orientation in higher education; Question#4 and #5, attempts to determine 
how respondents' rank `leadership' and `processes' as critical success factors; 
Question#6, attempts to confirm some of the known critical success factors in higher 
education; and Question#7, puts forward a structure for the proposed quality 
management model. 
Question #1: 
Which of the following areas of higher education should a proposed model for quality improvement in 
higher education cover? 
Question #2: 
In your opinion is it possible' and feasible' to integrate models for improving the quality of academic 
activities with models for improving the quality of administrative activities? 
Question#3: 
In your view is the determination and satisfaction of the needs and expectations of the UK government 
agencies, such as the QAA and HEFCE, a critical success factor in the successful implementation of a 
model for quality and performance improvement in higher education? 
Question #4: 
Which of these two: `Leadership for quality improvement' and 'Core processes for quality 
improvement', would you rank as the single most important critical success factor for sustaining 
quality and performance improvement initiatives in a higher education institution. 
Question #5: 
In your view which of the following premise should underpin a model for sustaining quality and 
performance improvement in UK higher education institutions? 
Question#6: 
Please evaluate the extent to which the proposed model structure, highlights the key factors for 
sustaining quality improvement which meets both internal and external requirements. 
Question#7: 
In your view does the proposed pictorial representation depict the holistic and integrated nature of the 
proposed model structure in Question#6 above? 
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All the closed-ended questions in the Questionnaire represent nominal-level questions 
designed to elicit only fixed alternative responses that helped to categorise 
respondents - with no meaningful distance between the categories. There was only 
one ordinal-level question i. e. Question #4, Questionnaire Part Five, it asked 
respondents to answer in rank order but does not tell them how far apart the intervals 
were. More than 60% of the questions asked may be described as interval-level 
questions with true zero points represented by the 'not at all important' and 'not at all 
effective' boxes. As such they also represent ratio-level questions - they include all 
the 28 Likert scale Questions in Questionnaire Part Two - for evaluating the degree of 
importance and degree of effectiveness of pre-selected quality management practices. 
Balnaves and Caputi (2001: 77) suggest that, a summative scale is subject to the'halo' 
or `bias' or 'error' tendency for overall positive or negative evaluation of the practice 
being rated. They are however used in this thesis to help score responses to each 
practice by summing up the individual responses to obtain an overall scaled score. 
B. Semi-Structured Interview Plans for Conclusive Research 
The semi-structured interview schedules in Appendix A4 comprise of the same 'five' 
research themes used for the Questionnaire design. Appendix A2 provides a full list of 
broad and specific research interview questions, and Table 2.4 below, presents a 
sample of these questions under each research themes. 
Table 2.4 
List of Interview Themes, and Sample of Broad and Specific Interview Questions 
Source: Based on Current Literature 
No. Themes of Subject Areas Broad Questions Specific Questions 
How would you explain the term 
I Best Practices for Excellence; 'Excellence', and in which areas of What does Excellence in Teaching 
Academic Excellence the school has it been or is it being mean? 
applied? 
In your view, what is a 'Best 
2 Evaluation of Best Practices; Best Practice', and has the concept been Is there any relationship between 
Practices in Academic Areas; successfully implemented in the areas `Excellence' and 'Best Practice'? 
Documentation of Best Practices of Teaching and Research within your 
School? 
g Apart from Teaching and Research 
Stakeholders in Higher Education: activities, what other activities should Do you think academics can be 
Critical Success Factors higher education institutions engage successful administrators? 
in as source for funding? 
In your own opinion, are performance in your own opinion, what are the 
4 Performance Management in Higher indicators as basis for assessing benefits and limitations of using 
Education performance in higher education still performance indicators in higher 
relevant? education? 
Development of an Alternative Are you aware of 'Excellence 
5 Excellence Models for UK Higher Models' based on the TQM or the Is political correctness one of the 
Education; TQM and EFQM Model in EFQM Models for managing quality reasons for not adopting TQM and 
Higher Education in UK Higher Education Institutions? EFQM Excellence Models? 
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Interviewees were sent a formal letter containing a list of interview themes but not the 
specific questions - which were asked during the interview process itself. The broad 
research questions were derived from the five themes; and the specific research 
questions were in turn derived directly from the broad questions and the preliminary 
analysis of the questionnaires received and interviews already conducted. Some new 
questions and themes were also generated and identified during the interviews, which 
were later added to the list in Appendix A2. 
2.2.3. Developing a Methodology for Calculating Perception Gaps Based on the 
Functional Relationship Between 'Efficiency' and 'Effectiveness' 
Chapter One defined 'efficiency' and 'effectiveness' and established the functional 
relationship between the two criteria used by Blazey (1997) and later by Zairi (2000a) 
to evaluate best practices for customer complaints management systems. This section 
justifies the use of this functional relationship as basis for developing a methodology 
for calculating perception gaps in respondents' response to the 28 questions under 
Questionnaire Part Two. Both Blazey (1997) and Zairi (2000a) both used likert scales 
to capture respondents' perception of the degree of 'importance' or 'efficiency' and the 
degree of 'effectiveness' of a best practice. The number of 'boxes' used were in the 
ratio of 1: 2 = importance: effectiveness; i. e. 5 boxes for capturing the degree of 
importance and 10 boxes for capturing the degree of effectiveness of practice. 
Respondents were expected to complete the response boxes for 'degree of importance' 
and 'degree of effectiveness' at the same time. This is based on the theoretical 
assumption that in order to understand the nature of the functional relationship 
between efficiency and effectiveness the two best practice evaluation criteria need to 
be assessed simultaneously. Ideally, it makes sense to use the same number of boxes 
to evaluate the two criteria. However, it was deemed unnecessary in this research 
study, for two reasons. First, Blazey (1997) and Zairi (2000a) have used equal and 
uneven number of 'boxes' in similar circumstances. Second, it the view of this 
researcher that the number of boxes for each criteria need not be the same because the 
'absolute' values of the responses were converted into percentages which effectively 
cancelled out the effect of using uneven number of boxes. The works of Jarrar and 
Zairi (2000a; 2000b) suggest that best practices may be defined as practices that are 
'highly' important and 'highly' effective in delivering superior performance results. 
This suggests that the maximum score of 100% for each criteria is the 'standard for 
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excellence' against which a particular management practice ought to be evaluated. 
This means 'scaled response scores' below 100% creates 'perception gaps' which 
needs to be measured and alternative strategies for closing the gaps generated and 
expressed explicitly in terms of strategies for improvement on 'weak' or 'poor' quality 
management practices. Since exiting literature unfortunately does not provide a clear 
definition of 'weak' and 'good' practices, this doctoral research study aims to develop a 
conceptual framework based on the empirical data collected for measuring perception 
gaps and generating alternative strategies for closing the gaps. 
2.2.4. Summary of Chapter Two and Link with Chapter Three 
This chapter reviewed existing literature on alternative research philosophies, 
approaches, strategies, methods, and instruments. It provided a strong justification for 
adopting the philosophical orientation of critical realism; the use of an inductive 
approach and a deductive approach; the choice of a survey research strategy; and the 
use of questionnaires and semi-structured interviews as the research instruments. The 
process of deriving broad and specific research questions from research problems 
under five research themes were explained in the design of the questionnaires and the 
interview schedules. In brief outline the most appropriate cost-effective options are: 
" Research philosophy is 'critical realism' which is also associated with 
pragmatism' and 'coherenticism ; 
" Research approach mainly inductive in the sense that meaning is grounded in the 
empirical data collected, combined with limited use of deductive technique of 
significance testing; 
" Research strategy is afield research survey of a sample of UK HEls; 
" Research method is a mix of techniques for collecting primary quantitative and 
qualitative data; 
" Research instruments are hand delivered questionnaires and face-to face semi- 
structured interviews. 
Chapter Two also established the rationale for using the functional relationship 
between 'efficiency' and 'effectiveness' as basis for developing a framework for 
capturing and measuring respondents' perception of quality and performance, and 
using that to generate and evaluate alternative strategies for improving on weak 
quality management practices. The next chapter provides justification for selecting a 
particular method of presenting and analysing the empirical data collected. 
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chapter I three 
DATA PRESENTATION 
AND ANALYSIS 
The purpose of Chapter Three is twofold; first, to present the primary and 
secondary quantitative and qualitative data collected using Questionnaires 
and Semi-structured Interviews as the research instruments. The 
presentation involves the use of simple diagrammatic representation tools 
and techniques in the form of tables, pie charts, and bar charts. Second, to 
analyse the qualitative and quantitative data using a combination of 
inductive and simple statistical techniques. This chapter comprises of two 
sections: Section [3.1] Presentation of Quantitative and Qualitative 
Empirical Research Data; and Section [3.2] Analysis of Quantitative and 
Qualitative Empirical Research Data. The overall aim is to provide a 
sound basis for Discussion of Results and Interpretation of Findings in 
Chapters Four and Five respectively. 
"If your data remain in essentially the same form in which you originally collected 
them, pages and pages of notes and interview protocols, I hope you don't attribute 
your problem to 'writer's block"' (Wolcott, 2001: 41) 
osseo-asarejr., a. e. (2004) chapter three 133 
data presentation & analysis 134 
3 -1. 
Presentation of Quantitative and 
Qualitative Empirical Research Data 
"Increasingly, authors and researchers who work in organisations and with managers argue that one 
should attempt to mix methods to some extent, because it provides more perspectives on the phenomena 
being investigated" (Easterby-Smith et al., 2002: 41) 
his section presents the quantitative and qualitative data collected over the 
_LL 
three-year period of the doctoral research study. In Section [3.2], the quantitative data 
are subjected to simple statistical analysis, and the qualitative data to inductive 
analysis using a simple coding system. The primary research data are represented by 
the responses to the Questionnaires and the Semi-structured Interview questions. Most 
of the secondary data in the public domain, have already being presented and analysed 
as part of the review of literature and research methodology in Chapters One and 
Two. The other types of secondary data examined in this chapter represents internal 
documentary evidence of good and best practices, which were only available to 
respondents and interviewees and not in the public domain - in the form of written 
and non-written materials. Most of these `documentary evidence of practice' are hard 
copies or sourced from different web-sites. This researcher recognised the importance 
of Data Presentation as an initial step in the Data Analysis Process; and saw the 
process of aggregating data into tables, charts, and graphs as representing preliminary 
analysis of data. The separation of the data presentation section from the section on 
data analysis is to help in the audit trail of data from the moment they are captured by 
the questionnaire and tape recorder until they are transformed into relevant 
information or research findings. 
Responses to Questionnaires - Documentation and Presentation Quality 
From the onset of the fieldwork in April 2002, a duplicate file was opened to 
document all completed questionnaires from respondents. All receipts were matched 
against the number of questionnaires sent out in order to monitor the response rate and 
to facilitate follow-ups. Efforts to improve the response rate included e-mail and 
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telephone contacts with main contacts to remind them of the importance of getting 
their staff to return the completed questionnaire. At a later date, the questionnaire 
responses were transferred into the SPSS file set up to receive the data as per 
respondent. 
Semi-Structured Interviews - Transcription and Documentation Quality 
The semi-structured interviews were audio-taped, using a one-touch micro cassette 
recorder by Thomson-Dk40. The discourse between the researcher and the 
interviewee were therefore stored on 60 minutes dictaphone micro cassette, for later 
transcription. The duration for each interview was between 60 minutes and 120 
minutes, with coffee breaks on request. The dictaphone micro cassettes have been 
duplicated, with the original copies kept under lock and key in a secured location for 
future retrieval. As expected an hour-long tape took at least three hours to transcribe. 
In line with the need to maintain confidentiality, the tapes were to be made available 
to thesis supervisors and external examiners only. 
Poland (2002) (cited in Gubrium and Holstein, 2002: 629) recommends transcription 
of audio-taped interviews as a method for making data available in textual form 
for 
subsequent sampling, coding and analysis in qualitative research. This use of 
transcription according to Poland (2002) is widespread in qualitative research 
analysis. As a critical realist, this researcher ensured that transcripts were verbatim 
facsimiles of what was said in interviews, in line with similar approaches adopted by 
Edwards and Lampert (1993) and Du Bois et al. (1993). According to Poland 
(2002: 630), this approach reflects a bias towards a realist ontology that is particularly 
evident, for example, in qualitative research in the natural sciences. It is therefore 
typical to assume that the interview adequately captures social reality as it is 
experienced and expressed by respondents, and that the translation from audio-tape 
and then to text is not inherently problematic, so long as careful attention is given to 
ensure accuracy of transcription (Poland, 2002: 630). Two hard copies of each 
interview transcript, referred to here as the `transcription' document were printed for 
storage 'manually' in well labelled files and for preliminary inductive analysis. This 
means copies of transcripts for each interviewee were kept in a file and locked-up in a 
filing cabinet in line with confidentiality and copy write concerns. A second file 
containing the same set of transcripts were also prepared for inductive analysis. 
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Using a Mixed Presentation Style to Achieve the Desired `emic-etic' Balance 
The term `emic-etic' balance relates respectively to the subjectivity - objectivity 
balance, which defines the epistemological characteristics of the researcher's 
philosophical stance (Murphy, 2002). For instance, by assuming a philosophical 
position of a `pragmatist' this researcher will have to accept both objective i. e. 'etic' 
and subjective i. e. 'emic' responses from respondents (Tashakkori and Teddlie, 1998). 
Subjective reporting style means citing the actual opinions and feelings expressed by 
individuals interviewed in the thesis write-up. This will require a descriptive form of 
writing as explained below. Objective reporting however will be in the past tense 
from the position of a third party. This is referred to as `academic or technical' 
reporting style by Fink (1995b: 61) for presenting reports specifically for an academic 
audience rather than general audiences. A great deal of technical details will be 
expected to accompany the results and recommendations. 
According to Fink (1995b: 57) a useful written report provides enough clearly 
explained information so that at least two interested individuals can agree on the 
doctoral research objectives, methods, and conclusions. This doctoral thesis will be 
submitted to an internal assessor within the University of Derby and an external 
examiner within the wider research community. In deciding what to include and how 
long the thesis presentation should be, this researcher followed the regulations laid 
down by the Derbyshire Business School, which stipulates a total 80,000 - 100,000 
words (Derby, 2000a). 
According to Burgess (1984: 181), the data analysis that is presented by the researcher 
will be both `descriptive' and `analytic', however, the presentation depends upon the 
theoretical perspective that is used, the goals of the researcher and the audience that 
the researcher wants to address. Burgess (1984: 18 1) also argued that a research report 
needs to indicate at which descriptive level the researcher is working; the description 
of the culture, the themes and concepts of the social scientist, configurations of 
themes in the cultures studied or at the level of theory. Various writers including 
Schatzman and Strauss (1973) have identified different ways in which studies may be 
written. First, there are descriptive accounts where the emphasis is upon providing 
detailed description, which is informed by theoretical schemes. Secondly, there are 
accounts that provide analytic descriptions whereby the conceptual scheme used is 
developed on the basis of the data that are obtained. Thirdly, there are substantive 
osseo-asare jr., a. e. (2004) chapter three 136 
data presentation & analysis 137 
theoretical accounts that are concerned with substantive theory where the researcher 
generated theoretical statements that will have applicability beyond the individual 
case that has been studied. This doctoral researcher used a mixed reporting style 
comprising of the three different ways of writing described by Schatzman and Strauss 
(1973). This mixed approach according to Burgess (1984: 183) combines the depth, 
colour and richness of personal experience with understanding, explanation, theories 
and data in order to make some contribution to knowledge. In this way this researcher 
hopes the doctoral thesis would make substantial contribution to knowledge. 
The Questionnaire responses helped identify critical success factors (CSFs) required 
to sustain quality improvement in UK HEIs -a list of these factors are presented with 
brief definition of each factor in terms of its nature, role and importance to quality 
management. The `textual' data collected during the interviews were used to give a 
detail descriptive account of each CSF identified by the questionnaire survey. The 
descriptive account, is informed by theoretical schemes based on the themes identified 
from the textual data analysis (Burgess, 1984: 182). This means the personal 
experiences of respondents and interviewees are frequently cited in the presentation. 
According to Wolcot (1994: 10), in rendering a descriptive account the researcher 
should stay close to the data as originally recorded, so that informants themselves 
seem to tell their stories - the strategy is to treat `descriptive data as fact' based on the 
assumption that `data speak for themselves'. 
The sub-sections below present the empirical research data using diagrammatic 
presentation tools and techniques including Tables, Pie Charts, Simple and Multiple 
Bar Charts. The spreadsheet tables are part of the versions of the Statistical Package 
for the Social Sciences (SPSS) and Microsoft Excel software used. Most of the 
qualitative primary data are in the form of `narratives' i. e. `textual material' contained 
in `transcripts' of Interviews or `descriptive' accounts in response to `open-ended' 
questions contained in the Questionnaires. 
3.1.1. Quantitative and Qualitative Primary Data Presentation 
56 out of 112 Questionnaires were returned, representing 50% response rate, which is 
within the 30-50% range deemed reasonable for Hand-delivered Questionnaires by 
Dillman (1978), Witmer et al. (1999), and Saunders et al. (2000: 282). 14 out of the 56 
returned questionnaires were not satisfactorily completed because of serious errors of 
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judgement on the part of respondents, and were therefore not presented or included in 
the analysis; this means 42 out of the 56 returned questionnaires were fully 
completed. The responses to the 42 questionnaires are presented below in Five Parts, 
with a clear distinction between `quantitative' and `qualitative' responses. The former 
represented by response to `closed' questions demanding a choice between fixed 
alternatives answers; and the latter response to `open-ended' questions, requiring 
respondents to provide answers in their own words rather than being limited to 
choosing from a set of 'fixed' alternatives. 
A. Quantitative and Qualitative Responses to Questionnaire Questions 
The SPSS and Microsoft Excel Data Presentation Spreadsheet formats used, captured 
`quantitative' responses, and not `qualitative' responses to questions demanding 
`reasons' or `explanation' for selecting a 'fixed' alternative response to a question. The 
symbols used in the SPSS and Microsoft Excel Tables, such as: `id' stands for the 
`identity' of the participating higher education institution; and `ql' for Question 
Number 1 or #1. The `numbers' in `cells' under each question, represents fixed 
alternative responses specified for closed questions. All SPSS Spreadsheets are 
accompanied by their associated `variable' tables, showing the identity of 
participating higher education institutions, question number, the exact label for each 
question, and `value' or nature of the response to a question e. g. as in Questionnaire 
Part One, below. 
Questionnaire Part One: SPSS Data Presentation 
Appendix B1, shows the use of SPSS version 10 for Windows software to present the 
responses to 10 out of 17 Questions, represented as: ql, q2, q3, q4, q5, q6, q7, q9, 
qll, and q17 excluding q8, q10, q12, q13, q14, q15, and q16. The responses to 
Question#8 and Question#10, i. e. `q8' and `q10' - which are `open-ended' questions; 
and the `narrative' parts of Questions#1, #2, #4, #5, #6, #9, #11, are presented as 
`textual' or `qualitative' data. Questions#12, #13, #14, #15, and #16 relate to Part 
Four, the responses to these questions are therefore presented later below. Appendix 
BI also presented the `variables' associated with the responses to each question. 
Table 3.1 below, presents the responses to Question#8 and #10, which are `open- 
ended' questions; and the `narrative' parts of Questions#2, #4, #6, #9, #11, for a 
higher education institution (id = 1), in the UK. 
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Table 3.1 
Sample Responses to Open-Ended Questions for a UK Higher Education Institution of the Oxbridge Category rid =11 
Source: Osseo-Asare Jr. (2003) 
! lU = lli, nefinn 
QN Category of Question Open-Ended Responses and Reasons for Choosing a Fixed Alternative 
I joined the University first as an Administrative Officer, and was given a Job Description 
2 Job Description to that effect, which detailed what I was to do as an administrator in support of academic 
activities. At the time I was not given specific responsibility in the area of academic quality. 
The additional responsibility for teaching quality came about following my promotion to a 
Senior Administrative position, which was communicated to me via memos, notes, reports, 
and minutes of meetings, but not through a formal job description. 
We do not have a dedicated division within the University responsible for quality 
4 Structure for Quality management; but we do have a dedicated Quality Teams, Circles, or Committee, with well- 
Management defined responsibilities. For example; there is The Academic Quality Committee at top 
management level, responsible for strengthening External Relations with Quality 
Assessment Agencies such as the Quality Assurance Agency (QAA); and Quality Teams at 
the operational level, responsible for implementing teaching and research quality 
improvement strategies. 
Not Yet, perhaps because I'm not directly concern with the output side of Teaching Quality 
6 Effectiveness of Internal Improvement, but with the inputs and aspects of processes. I get to know the results 
Communication eventually, but from my point of view it is not a critical issue in my decision-making 
process. 
Definition of Academic It is or ought to be about achieving and sustaining world-class performance results in key 
8 Excellence academic areas such as teaching, learning, research and scholarship. 
From our experience at the institutional level, improved scores signifies improved external 
9 Impact of QAA on relationship with our external stakeholders, in particular Funding Bodies. At the 
Internal Quality departmental level, it has brought about process improvement in some areas. 
10 Strengths and Strengths: 
Weaknesses of QAA I. Increased awareness of quality among academic and non-academic Staff 
Model 2. Process Improvement 
3. Basis for Funding Allocation 
4. Improvement in External Relations with External Stakeholders 
Weaknesses: 
I. Main driver for internal quality improvement 
2. Too much emphasis on 'Processes' and 'Outputs' at the expense of 'Inputs' 
3. Too much emphasis on 'assessment' after the event, in that sense, in it a 
retrospective approach. 
4. It more about `assurance' and not about 'management' 
The procedures adopted by the QAA Model are essentially 'inspection-based' regimes. The 
11 QAA Model and Model is however, slowly evolving into a prevention-based approach in some departments 
Evolution of T QM or colleges in my university, 
Note: 
From the SPSS Spreadsheet in Appendix B1, it can be seen that this respondent choose fixed alternative responses for Questions: 
1,2,3,4,5,6,7,9,11, and 17. Questions: 8 and 10 are `open-ended'. Questions: 12 - 16 relate to Questionnaire Part Four, 
and therefore transferred to Part Four Below. 
To facilitate analysis, the responses to Question#17, have been split up into `seven' 
parts from #17.1 to #17.7. The responses to Question#1 i. e. `qi' will be used to 
illustrate the content of each `cell'. For instance, the participating HEI with `id = 1', 
choose the fixed alternative response number `2 = Senior Administrative Officer', in 
response to `ql' requesting to know the position occupied by those responsible for 
quality management in the participating institution. 
Questionnaire Part Two: Microsoft Excel Data Presentation 
Appendix B2, shows the use of Microsoft Excel spreadsheet format to present the 
`two-part' scaled-responses to all 28 questions in Part Two of the Questionnaire. All 
the responses are being treated as `quantitative data'. Table 3.2 below, presents the 
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complete responses for a participating HEI from the `oxbridge' category. For 
instance, for any `key activity' such as teaching and research, nine `core quality 
management practices' have been identified, and categorised into specific practices. 
Table 3.2 
Sample Ouality Management Practice Evaluation Score for a UK'Oxbridee' Hider Education Institution lid = 11 
Source: Osseo-Asare Jr. (2003) 
QN = Question or Practice Number; STES = Sub-Total Evaluation Score = Score for Importance + Score for 
QFf .. r:., -,, o. TCCC A= Tnfo1 Crnn Pnr Aarh Area or ('nre Prartire 
No. Core Practices N Categorisation of Practices STES TSFEA 
#1 Mission, Value, Policy, Strategy, Objectives 8 
1 Leadership Practices #2 Culture of Excellence 6 
#3 Staff Job-Reward Alignment 4 
#4 Staff Encouragement and Support 4 22 
#5 Recognition of Individual and Team Efforts 4 
2 Policy & Strategy #6 Continuous Development through Learning 9 
Practices #7 Sustaining Team Effort through Structure-Strategy Alignment 6 19 
#8 Process Ownership through Integration 5 
3 Staff Practices #9 Staff Satisfaction and Delight 10 
#10 Professional Development through Promotion of Quality 2 17 
#11 Stakeholder Information as a Strategic Resource 4 
4 Resource Practices #12 Strategic Marketing Research Information 2 
#13 Identifying Key Internal and External Performance Indicators 7 13 
#14 Continuous Process Improvement through Benchmarking 2 
5 Process Practices #15 Process for Management of Risk and Uncertainty 5 
#16 Establishing a Framework of Core Processes 11 18 
#17 Evaluation of the Quality of Staff-Student Interaction 5 
6 Student Results #18 Student Satisfaction and Delight 8 
Practices #19 Creating Synergies in Staff-Student Partnerships 2 15 
#20 Allocate of Funding in Support of Staff Teaching and Research 8 
7 Staff Results Practices #21 Improving Teaching and Research Infrastructure 4 
#22 Staff Satisfaction and Delight 6 18 
#23 Prove Reliable Public Information on Quality and Performance 8 
8 Society Practices #24 Impact of Widening Participation on Teaching Practices 9 
#25 Society Satisfaction & delight through Economic Regeneration 8 25 
#26 Aiming for Improvement in Best-in-Class Performance Targets 11 
9 Key Institutional #27 Achieving Key Internal and External Stakeholder Results 5 
Results #28 Maintain Optimal Mix of Financial and Non-Financial Results 4 20 
TOTAL SCORE i. e. 166 out of 420 points 166 166 
Total Percentage Score 39.5% 
Questionnaire Part Three: Microsoft Excel Data Presentation 
Appendix B3 presents the responses for all 11 questions in Questionnaire Part Three. 
With the exception of Questions#4, #5, and #6; the responses to Question#1, #2, #3, 
#7, #8, #9, #10, and #11 are spilt up into: 11; 9; 7; 11; 2; 4; 14; and 6 parts 
respectively. Apart from the choice of a fixed alternative, Questions#4, #5, and #6, 
also requested reasons for choice. For example, the full response for a UK HEI in the 
post-1992 category is shown in Table 3.3 and Table 3.4, below. The scores represent 
different scaled responses depending on the variable in the question; for example for 
Question#1.1, the variable is the strength or `power of influence' exacted by different 
stakeholders represented on a 5-point response scale; with 1= no power, on one 
extreme; 3= moderate power; and 5= great power, at the other extreme. 
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Table 3.3 
Sample Responses for a UK Higher Education Institution in the Post-1992 Category lid =421 
Source: Osseo-Asare Jr.. 2003 
QN = Questions; Score = represented by different response categories for individual Questions; HE = Higher 
Education: HEFCE = Higher Education Funding Council for England: OAA = Oualitv Acanranre Aopnrv 
QN Cate onsation of Responses Score QN Categorisation of Responses Score 
1.1 Students pay their own fees 4 7.5 Support-service Staff 5 
1.2 Students who do not pay their own fees 4 7.6 Parents pay Tuition Fees 3 
1.3 Academic staff - teaching and research staff 5 7.7 Local Authority 3 
1.4 Administrative staff - at chancellery 5 7.8 HEFCE 5 
1.5 Support-service staff - buildings 4 7.9 QAA 5 
1.6 Parents whoa tuition fees 3 7.10 Potential Employers 4 
1.7 Local Authority- cicouncils 3 7.11 Taxpayers 4 
1.8 HEFCE 5 8.1 Quality of Teaching and Research 4 
1.9 QAA 4 8.2 Flexibility and Reliability of Service Delivery 3 
1.10 Potential Employers 3 9.1 Quality of Staff Education and Training 5 
1.11 Taxpayers 3 9.2 Staff Empowerment and Leadership 5 
2.1 Students 4 9.3 Performance Related Reward Systems 3 
2.2 Academic Staff 5 9.4 Environmental and Health & Safety Concerns 3 
2.3 Administrative Staff 5 10.1 Total Quality Strategy TQS 5 
2.4 Support-service Staff 4 10.2 Human Resource Management Strategy 5 
2.5 Parents whoa Tuition Fees 3 10.3 Management of Learning Infrastructure 5 
2.6 UK Government 5 10.4 Internal & External Communication Strategy 4 
2.7 HEFCE 5 10.5 Collaborative Partnerships 3 
2.8 Potential Employers 3 10.6 Internal and External Quality Audit Reporting 4 
2.9 Taxpayers 3 10.7 Research Assessment Exercise Scores 4 
3.1 Students 5 10.8 Teaching Quality Assessments 4 
3.2 Staff 5 10.9 Entry Standards 5 
3.3 Parents pay Tuition Fees 5 10.10 Staff-Student Ratios 5 
3.4 UK Government 5 10.11 Facilities Spending 4 
3.5 HEFCE 5 10.12 First Class and Second-Uppers 
3.6 Potential Employers 4 10.13 Graduate Destinations 5 
3.7 Taxpayers 4 10.14 Published League Table Positions 3 
4 Beneficiaries of the System of HE 11.1 Equal Opportunity Practices 5 
5 Collaborative Partnerships 11.2 Impact on local and national Economies 3 
6 UK Government Policy and Strategy 11.3 Institutional or School's Ethical Behaviour 5 
7.1 Students - Undergraduates and Masters 4 11.4 Support for Sports and Leisure 3 
7.2 Students - Doctorate 5 11.5 Activities to Reduce and Prevent Pollution 2 
7.3 Academic Staff - research active 5 11.6 Disclosure of Information on Sustainability 2 
7.4 Administrative Staff 5 
Table 3.4 
Sample Responses to Open-Ended Questions for a UK Higher Education Institution of the Post-I 992 Category Fid = 421 
Source: Osseo-Asare Jr. (2003) 
ON = Ouestion 
N Category Question Open-Ended Responses and Reasons for Choosing a Fixed Alternative 
4 Paying for the Benefits Post-1992 institutions are communitybased and teaching and learning oriented compared 
derived from Higher with Pre-1992 institutions, which pride themselves in research excellence, elitism and 
Education maintenance of status. This means we tend to sympathise more with students from poorer 
backgrounds who cannot afford to pay for the full cost of higher education at the economic 
rate - without Government Funding and Support. 
5 Using Profits from This is largely the case in Private Sector Higher Education Institutions, particularly in the 
Commercial Ventures USA. In publicly funded institutions if these were to happen on a large-scale; some 
for Quality institutions will benefit more than others, and the Government will become more select in 
Development its funding allocations. Yes, it is generally a good thing, if the Government remains the 
main Funder and Employer of Graduates in the Public Sector. 
6 Predictability of Shifts From an economic perspective, decrease in funding will continue to be the policy of 
in Government Funding successive UK Governments because of the need to control Public Expenditure. However, 
Policy Higher it might become politically expedient from time to time to relax the policy in order to buy 
Education votes from the electorate. For strategic planning purposes, I predict a continuous but stead decline in government funding. 
osseo-asare jr., a. e. (2004) chapter three 141 
data presentation & analysis 142 
Questionnaire Part Four: Microsoft Excel Data Presentation 
Appendix B4 presents the `quantitative' responses to all the 6 questions contained in 
Questionnaire Part Four. Questions#3, #4, and #5, in addition to the fixed alternative 
responses, required respondents to give reasons for their choice of alternative. These 
reasons for a UK HEI are given below in Table 3.5. 
Table 3.5 
Sample Resnonses to Oren-Ended Ouestions for a UK Higher Education Institution of the `Oxbridge' Category fid = 11 
Source: Osseo-Asare Jr. (2003) 
ON = Question 
Categorisation of 
N Question Open-Ended Responses and Reasons for Choosing a Fixed Alternative 
3 The strength of the link The practice in this institution is to continuously strengthen the link between Research 
between Staff Assessment Exercise (RAE) Scores for individual department with individual researcher's 
Performance Indicators career development. In this way we are able to maintain a low staff-turnover. This has led 
and Staff Reward to increased staff satisfaction and low levels of staff complaints. 
Systems 
4 Impact of Widening Traditionally we have always maintained a high Entry Standard in order to sustain students' 
Participation on Entry interest and motivation in the study of their choice. We however, have serious difficulties 
Standards dealing with issues of disability - in this area I think post-I 992 institutions are doing better 
than us. 
5 The Perceived Gap Our policy of demanding higher Entry Standards have ensured narrowing of the `Gap'. I 
Between Entry personally do not think the same can be said for most post-I 992 or modern universities; 
Standards and Standards because they are financially weak, and heavily dependent on the Government; this puts 
of Awards them under enormous pressure to admit diverse range of students, in order to meet 
government's participation rate targets. 
To facilitate analysis, the responses to Question#6 are split up into two groups - the 
first group of 20 on academic performance indicators and the second group of 5 on 
administrative performance indicators. For instance, the responses for all 6 questions 
for a UK HEI in the `oxbridge' category are presented in Table 3.6, below. 
Table 3.6 
Sample Responses for a UK HEI in the 'Oxbridge' Category Eid = 11 
Source: Osseo-Asare Jr. 2003 
RESPONSES TO QUESTIONS: 1-5 QN = Question 
QN Description of Responses Score 
I Relevance of Performance Measures in Assessing Individual and Institutional Performance 3 
2 The Usefulness of Performance Indicators in Assessing Individual and Institutional Performance 2 
3 The Practice of Linking Staff Performance Indicators and Staff Reward Systems 2 
4 The Impact of Widening Participation Agenda on Maintenance of High Entry Standards 2 
5 The Gap Between Entry Standards and Standards of Awards 
- 
3 
F-77 
77 __j 
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Table 3.6 - CONTINUED 
Sample Responses for a UK HEI in the `Oxbridge' Category fid = I1 
Source: Osseo-Asare Jr. 2003 
RESPONSES TO QUESTION: 6 
FTE = Full Time Equivalent; QN = Question; Score = importance score + effectiveness score in absolute terms or in percentages; 
e. g. for Question: 6AC. 1, the Score is either'4'as below or '40%' as in Table 7.7. 
QN Description of Responses Score QN Score 
ACADEMIC AREAS ADMINISTRATIVE AREAS 
6AC. 1 Cost Per Full-Time Equivalent Students 4 6AD. 1 Administrative Costs Per FTE Student 6 
6AC. 2 Research Income 8 6AD. 2 Premise Costs Per FTE Student 6 
6AC. 3 Research Assessment Exercise Score 10 6AD. 3 Library Costs Per FTE Student 6 
6AC. 4 Quality Assurance Exercise Score 5 6AD. 4 Careers Service Costs Per FTE Student 6 
6AC. 5 Submission Rates for Research Degrees 9 6AD. 5 Support Staff-Academic Staff Ratio 6 
6AC. 6 Number of Sponsored Research Students 10 
6AC. 7 Occupation of Graduates after 1-5 years 6 
6AC. 8 Full-Time Staff to FTE Students 4 
6AC. 9 Equipment Costs per Full-Time Academic Staff 4 
6AC. 10 Membership of Research Councils 4 
6AC. 11 Peer Review 8 
6AC. 12 Number of Research Publications 8 
6AC. 13 Staff Participation in Improvement Teams 2 
6AC. 14 Staff Absenteeism and Sickness Levels 2 
6AC. 15 Staff Turnover 6 
6AC. 16 Number of staff/student Corn laints 6 
6AC. 17 Number of Press Coverage 2 
6AC. 18 Number of Accolades and Awards Received 6 
6AC. 19 Partnerships with Local Authorities 2 
6AC. 20 Sharing of Best Practices and Knowledge 6 
Questionnaire Part Five: Microsoft Excel Data Presentation 
Appendix B5 presents the `quantitative' responses to all 7 questions on a Microsoft 
Excel spreadsheet format. However, Table 3.7 below, presents a sample of these 
`quantitative' responses for a UK HEI in the post-1992 category i. e. id = 42 on the list 
of participating institutions. Questions#1, #3, #4, #5, and #7, require respondents to 
either list other alternative responses not listed or give reasons for their choice of 
alternative responses. These reasons for a sample of these `qualitative' responses is 
presented in Table 3.8 below, for the same post-1992 institutions [id = 42]. 
Table 3.7 
Sample Responses for a Post-1992 Higher Education Institution rid = 421 
Source. Osseo-Asare Jr.. 2003 
(1N = (liiectinn" FIFFCF. = Maher Fducatinn FnAi- r-. U-a.... A" (AA. 
QN Descri Lion of Responses Score 
1 Selected Areas for Integration 5 
2 Evaluating the Possibility and Feasibility of Integrating Different Areas in Higher Education 18 
3 Satisfying the Needs and Expectations of External Funding Bodies e. g. AA, HEFCE 1 
4 Ranking of Leaderships and Processes 3 
5 Ranking of Quality Management Premises on Leadership, Processes, and Funding 1 
6 Identifying Critical Success Factors for Sustaining Continuous Quality and Performance Improvement 7 
7 Appropriateness of Pictorial Representation of Higher Education Quality Model Structures 4 
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Table 3.8 
Sample Responses to Open-Ended Ouestions for a UK Higher Education Institution in the `Post-1992' Category rid = 421 
Source: Osseo-Asare Jr. (2003) 
ON = nueafinn 
Categorisation of 
N Question Open-Ended Responses and Reasons for Choosing a Fixed Alternative 
I Possible Areas for All three areas are critical to sustaining Academic Quality Improvement i. e. Academic, 
Integration Administrative, and Support-Service Areas. 
3 Criticality in Meeting It is obligatory to meet these needs in order to sustain continuous cash flow into operational 
the Needs and activities such as teaching and learning. It is very critical in post-1992 institutions with 
Expectations of the fewer independent sources of funding. 
QAA and HEFCE 
4 Sustainable Critical Leadership and Processes on their own are not effective in bringing about and sustaining 
Success Factors quality improvement. They are more effective when integrated, and in situations where the 
process is owned by a leader, improved leaderships brings about improved processes and 
the delivery of quality teaching and research. 
5 Premise underpinning Leadership, Core Processes and Level of Funding, must be available simultaneously, in 
Models for Sustaining order to achieve sustainable improvement. It is an organic rather than a mechanistic 
Quality Improvement relationship. 
7 Pictorial Representation Use of appropriate terminology is important; and it ought to be simple to understand yet 
of Proposed Models for capturing all the symbolic academics and administrators are familiar with, not a wholesale 
Higher Education transfer from industry and commerce. 
B. Presentation of Transcripts ofAudio-Taped Semi-Structured Interviews 
A total of 39 interviews were conducted, 21 in the United Kingdom and 18 in the 
United States of America, in support of the Questionnaire Survey. The 39 interview 
transcripts are stored on floppy disks and hard copies, and are available for inspection 
- as part of the doctoral research data management strategy -a sample transcript is 
presented under Appendix B6. To ensure transcription quality, the transcripts are a 
`verbatim facsimiles' of what was said at the interview, reflecting a bias towards a 
critical realist's ontology evident in qualitative research (Poland, 2002: 630). The 
assumption is that the translation from audiotape into textual data is not inherently 
problematic, so long as careful attention is given, to ensure accuracy of transcription 
i. e. transcription quality. For effective data management, the interview transcripts are 
presented in a report format showing: a title page; executive summary; contents page; 
list of interview themes; list of broad and specific interview questions; the actual 
responses; list of references, bibliographical notes and recommended reading; and 
appendices. Table 3.9 provides a list of interview transcripts of UK and US 
interviewees. 
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Table 3.9 
List of Semi-Structured Expert Interviews Conducted 
Source: Osseo-Asare Jr. (2003) 
i lK Interviews US Interviews 
No. Experts No. Experts 
1 Professor John Brennan I Professor Christopher Brown 
2 Professor Maurice Kogan 2 Professor Robert McGrath 
3 Professor Allan Norcliffe 3 Professor Ingrid Blood 
4 Professor Keith Harrison 4 Professor Russell Barton 
5 Professor Mohammed Zairi 5 Professor David Christy 
6 Professor Samuel Ho 6 Professor Louise Sandmeer 
7 Professor Laura D'Andrea Tyson 7 Professor William Asbury 
8 Dr David Scott 8 Dr. Michael Dooris 
9 Dr. John Davies 9 Dr. Carol Everett 
10 Dr. Everard van Kemenade 10 Dr. Dan Nugent 
11 Mr. Duncan McCallum 11 Dr. Bob Barlock 
12 Mr. Barry Blackham 12 Dr. Ann Dodd 
13 Mr. Mike Pupius 13 Dr. Janis Jacobs 
14 Mr. Sean McCartney 14 Dr. Renata Engel 
15 Miss Tarla Shah 15 Dr. Robert Cornwall 
16 Miss Carol Steed 16 Dr. Mike DiRaimo 
17 Mr. Ted Knight 17 Dr. Barbara Sherlock 
18 Mr. Bill Murphy 18 Dr. John Barron 
19 Mr. John Swanwick 
20 Miss Nicole Achermann 
21 Mr. Ali Nasaralla 
3.1.2. Secondary Data Presentation 
Table 3.10 below, presents a list of documentary evidence in support of quality 
management practices in the UK HEIs under study; because these documents are in 
very large volumes, they are not presented directly as part of this thesis, but stored 
manually in files for later analysis. Key findings from analysing these secondary data 
will be incorporated into and commented on in Chapters Four and Five on discussion 
of empirical results and interpretation of findings respectively. These documents are 
available for inspection by supervisors and external examiners. 
Table 3.10 
List of Documentary Evidence of Practice Representing Secondary Data Received from Respondents and Interviewees 
Source: Osseo-Asare Jr. (2003) 
No. = Number; HEIs = higher education institutions, including institutions not listed in the sample under study; 
RAP= Rrct+arrt, A... -manf R-; en- 
No. Description of Contents of Documents No. of HEIs Periods Covered 
I Subject Review Reports 50 1995-2000 
2 Continuation Audit Reports 70 1996,2000 
3 Response to Recent Proposal for Research Assessment Exercise (RAE) Reform 80 2003 
4 Websites Documents on Institutional Quality Development Strategies 67 2000-2003 
5 English Funding Allocations 111 2002-2006 
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Summary of Data Presentation 
This chapter presented both primary and secondary quantitative and qualitative data 
using `tabulation' as the basic data presentation technique, which is an integral part of 
SPSS and Microsoft Excel software. The primary quantitative and qualitative data 
were collected using Questionnaires and Semi-structured interviews as research 
instruments. The `evidence of practice' contained in several documents - listed in 
Table 3.10 above - was the main source of secondary quantitative and qualitative data. 
For each part of the Questionnaire a sample data set for a particular UK higher 
education institution was given to illustrate the mix of data available for subsequent 
analysis. The primary quantitative and qualitative data generated by the responses to 
the five-part Questionnaires covered the five research themes below: 
" Best Practices for Academic Excellence in participating UK Higher Education 
Institutions 
" Evaluation of Best Practices in UK Higher Education 
" Stakeholders in UK Higher Education 
" Performance Management in UK Higher Education 
" Development of an Alternative Excellence Model for UK Higher Education 
The interview transcripts from the UK and US generated qualitative and quantitative 
data. The transcripts are kept on floppy disks supplemented by hard copies kept 
manually in files in readiness for a step-by-step inductive analysis. As expected the 
responses to the interview questions relate to the five research themes used in the 
design of the questionnaires. 
Sub-section [3.2] provides a comprehensive analysis of the quantitative and 
qualitative empirical data presented here. The purpose for separating data presentation 
and data analysis was to help facilitate audit trail of the large volume of primary and 
secondary data collected over the three-year period of the doctoral research study. It is 
also consistent with the strategy for effective management of research data, and to 
make future retrieval of stored data easier. 
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32 
Analysis of Quantitative and 
Qualitative Empirical Research Data 
"Virtually all research will involve some numerical data or contain data that could usefully be 
quantified to help you answer your research question(s) and to meet your objectives... and can be a 
product of all research strategies " (Saunders et al., 2003: 327) 
his section provides a detail analysis of the quantitative and qualitative 
empirical data presented earlier in Section [3.1]. First, the primary quantitative data 
are subjected to simple statistical analysis involving the use of the spreadsheet formats 
contained in the Statistical Package for the Social Sciences (SPSS) version 10 for 
Windows and Microsoft Excel software. Second, it shows the use of simple inductive 
technique of 'coding' in the analysis of the qualitative data obtained from the 
questionnaires responses and interview transcripts. 
Primary Data Analysis Methods 
Most writers including Burgess (1984: 166), Churchill (2000) and Saunders et al. 
(2000: 387) believe a simultaneous or concurrent process of data collection and 
analysis will help shape the direction of data collection and allow the researcher to 
recognise important themes, patterns and relationships as he or she collects the data. 
This enabled this researcher to re-categorise existing data to see whether these 
themes, patterns and relationships were present in the data already collected. As a 
consequence, appropriate adjustments were made to subsequent data collection 
approaches (Strauss and Corbin, 1998). The concurrent process also enabled this 
researcher to develop sets of notes, make entries into journals and diaries, and 
generate sets of interview transcripts, as recommended by many researchers such as 
Burgess (1984: 166). According to Easterby-Smith et al. (1991) the implications of a 
concurrent process make it necessary for the researcher to arrange interviews with 
enough time between them. They suggested this allows sufficient time to write up or 
type in a transcript or set of notes, and to analyse them before proceeding to the next 
data collection session. The methodological similarities between grounded theory and 
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schema analysis was employed in the collection and analysis of data. The interview 
transcripts were read carefully with the aim of discovering and linking themes into 
theoretical or conceptual models, as recommended by Ryan and Bernard (2000: 784). 
Using SPSS Version 10 for Windows 
This doctoral research study used the spreadsheet format contained in the SPSS 
software to analyse some of the responses to questionnaire questions demanding a 
choice of a `fixed alternative response'. Typically, these were the `YES', 'NO' or 
`DO NOT KNOW' type of questions. SPSS version 10 for windows was the version 
installed on the University of Derby Network system during the period of this study. 
Using Microsoft Excel Version 2000 for Windows 
Some of the questionnaire questions demand 'scaled responses' which generate vital 
performance related statistics; for instance all the 28 questions in Questionnaire Part 
Two on Evaluation of Best Practices. The responses to some of the `closed' question 
will also be analysed using a Microsoft Excel where appropriate. The reasons for the 
responses would however, be analysed qualitatively i. e. inductively by selecting a 
paragraph - representing a 'chunk of text' - as the basic unit of analysis; this is 
recommended by Ryan and Bernard (2000: 780) and is explained in detail below. 
Using Inductive Methods of Analysis 
The transcripts of the 39 audio-taped semi-structured interviews were inductively 
analysed. According to Ryan and Bernard (2000: 780), Coding is central to whole-text 
analysis, because it forces researchers of any philosophical persuasion to make 
judgements about the meanings of contiguous blocks of text. Miles and Huberman 
(1994: 56) say simply, "coding is analysis", and coding is supposed to be data 
reduction, not proliferation (Miles, 1979: 593-594). For the purpose of the doctoral 
study, the following tasks - suggested by Ryan and Bernard (2000) - are being 
associated with the coding process: sampling, identifying themes, building code 
books, marking texts, constructing models (relationships among codes), and testing 
these models against empirical data. 
The inductive process for analysing the interview transcripts is described as follows. 
First, this researcher identifies and defines a sample or `corpus' of text as the response 
to a question asked during the interview. The basic units of analysis within the 
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defined sample are then non-randomly selected. According to Ryan and Bernard 
(2000: 780), the basic units of analysis may be: (1) entire texts - interviews, responses 
to open-ended questions (2) grammatical segments - themes, paragraphs, sentences, 
words (3) formatting units - pages, rows, columns or (4) chunks of text reflecting a 
single theme - thematic units. This researcher's basic units of analysis is a 'paragraph' 
representing `chunks of text within a grammatical segment' in the interview transcript 
- reflecting a theme - what Pool (1959) and Krippendorf (1980: 62) call `thematic' 
units of analysis. 
Second, starting with some general themes derived from the literature more themes 
and sub-themes were added after close reading of the textual data from the interview 
transcripts, as suggested by Wilims et al. (1990) and Miles and Huberman (1994). 
Themes are abstract constructs that researchers identify before, during and after data 
collection (Ryan and Bernard, 2000: 780). The themes identified before the data 
collection come from literature reviews and from this researcher's own experiences 
with the subject matter (Bulmer, 1979). More themes were induced from the text 
itself, during and after the data collection. To induce themes, grounded theorists 
suggest a careful, line-by-line reading of the text while looking for processes, actions, 
assumptions, and consequences. Spradley (1979: 199-201) suggests looking for 
evidence of social conflict, cultural contradictions, informal methods of social control, 
things that people do in managing impersonal social relationships, methods by which 
people acquire and maintain achieved and ascribed status, information about how 
people solve problems. Since the views of respondents and interviewees are likely to 
change over the 3 to 5 year duration of a longitudinal study, this researcher 
continuously introduced new codes or sub-codes to represent new themes. 
Thirdly, the selected codes were assigned to the 'paragraph' i. e. the basic unit of 
analysis being analysed. In this research study, these codes were initially, used as tags 
for general identification of text and not associated with any fixed unit of text (Ryan 
and Bernard, 2000: 782); and later, as values to specifically mark off fixed units of text 
for later retrieval or indexing (Seidel and Kelle, 1995). According to Ryan and 
Bernard (2000: 782), codes as `tags' serve as general tagging device normally 
associated with grounded theory and as `values' they are used specifically to mark 
text as in content analysis. 
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3.2.1. Quantitative and Qualitative Analysis of Responses to Questionnaires 
56 out of 112 Questionnaires were returned, representing 50% response rate, which is 
the upper-limit of the 30-50% range deemed reasonable for Hand-delivered 
Questionnaires by Witmet et al. (1999), Dillman (2000), and Saunders et al. 
(2003: 284). Debatably, however, the response rate may be considered by some as 
relatively low if attempts are made to generalise the findings of this research to a 
much larger population. The responses to 42 out of the 56 returned Questionnaires 
were analysed, excluding the 14 Questionnaires, which were unsatisfactorily 
completed with serious omissions and judgements of error. 
A. Quantitative Analysis of Responses to Questionnaires 
The quantitative analysis is in the order in which the primary data have been 
presented earlier in Section [3.1] and Appendix BI to B5. That is Questionnaire Part 
One, Appendix B1; Questionnaire Part Two, Appendix B2; Questionnaire Part Three, 
Appendix B3; Questionnaire Part Four, Appendix B4, and Questionnaire Part Five, 
Appendix B5. 
Quantitative Analysis of Questionnaire Part One 
The SPSS Data Presentation in Appendix B1 shows the `fixed alternative responses' 
for Questions: ql, q2, q3, q4, q5, q6, q7, q9, qll, and q17; which are all analysed 
below; but not for q8, qlO, q12, q13, q14, q15, and q16. Where the symbol 'q' 
represents 'question'. Questions: q8 and q10 are analysed latter under Qualitative 
Analysis; and Questions: q12 to q16 are analysed later below under Questionnaire 
Part Four. 
Question: ql -fixed alternative responses 
Job Position within a Formal Structure for Quality Management 
Chart 3.1 below, presents the SPSS analysis of the responses to this question from 42 
respondents i. e. [N = 42], drawn from the participation higher education institutions. 
Chart 3.1 shows that: 17 out of 42 respondents [17/42] i. e. about 40% were Senior 
Academics who were either involved in teaching and/or research, with responsibility 
for Academic Quality. 2 out of 42 respondents [2/42] i. e. about 5% were Senior 
Administrators; [22/42] i. e. about 53% were Quality Managers. The remaining [1/42] 
i. e. about 2% were a part of a team of academics and/or administrators with temporary 
responsibility for QAA and/or HEFCE and other quality matters. 
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Chart 3.1 
Job Positions for Staff Responsible for Quality 
(Source: Based on Questionnaire Part One - Question #1) 
0 senior academics  senior administrators Oquality maagers Oothers 
Question: q2 -fixed alternative responses 
Documentary Evidence of Job Description in Support of Job Position 
Chart 3.2 below, presents the SPSS analysis of the responses from 42 respondents i. e. 
N=42. It shows that: [8/42] i. e. about 19% said `YES' they have a formal written Job 
Description in support of their Job Position in Quality Management; [33/42] i. e. about 
79% said 'NO', they do not have a formal written Job Descriptions, but had other 
informal written and verbal arrangements, in support of the responsibility for quality 
improvement; and the remaining [1/42] i. e. about 2% said they `DO NOT KNOW' 
whether they is a formal or informal evidence relating to their responsibility. The 
implications of these responses for quality management in higher education will be 
dealt with in Chapters Four and Five. 
Chart3.2 
Evidence of Job DescriDtion for Formal Job Position 
(Source: Based on Questionnaire Part One - Question #2) 
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Question: q3 -fixed alternative responses 
Number of Years Experience in the Area ofAcademic Quality 
Chart 3.3 below, is a pie chart representing the SPSS analysis of the responses from 
the 42 respondents from the higher education institutions (HEIs) participating in this 
research i. e. N=42. It shows that: 29 out of 42 respondents [29/42] i. e. about 69% of 
respondents had `more than 5 years' job experience in quality; 10 out of 42 
respondents [10/42] i. e. about 24% said they have had between 'I to 5 years' 
experience on the job; and the remaining 3 out of 42 respondents [3/42] representing 
about 7% respondents have been on the job for `less than `1 year'. 
Chart 3.3 
Number of Years Education and Training in Academic Quality 
Management 
(Source: Based on Questionnaire Part One - Question #3) 
1 year 
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Question: q4 -fixed alternative responses 
Successful Implementation of Formal Structures for Quality Management in UK 
Higher Education Institutions 
Chart 3.4 below, presents the SPSS analysis of the responses from 42 respondents i. e. 
N=42. It shows that: 38 out of 42 respondents [38/42] i. e. about 89% said `YES' they 
have successfully implemented a formal structure for effective quality management. 4 
out of 42 respondents [4/42] i. e. about 9% said 'NO', they have not been very 
successful at implementing a formal structure for effective management of teaching 
and research quality. The remaining 1 out of 42 respondents [1/42] i. e. about 2% said 
they `DO NOT KNOW'. The reasons for these responses are analysis later under 
qualitative data analysis. 
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Chart 3.4 
Successful Implementation of Formal Structures for Quality 
Management 
(Source: Based on Questionnaire Part One - Question #4) 
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Question: q5 -fixed alternative responses 
Extent of Top Leadership Involvement in Quality 
Chart 3.5 below, is a bar chart representation of the SPSS analysis of the responses 
from 42 respondents i. e. N=42, drawn from the participating UK higher education 
institutions (HEIs). 
Chart 3.5 
Extent of Top Leadership Involvement in Quality at Unit and 
Institutional Levels 
(Source: Based on Questionnaire Part One - Question #5) 
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Chart 3.5 shows that: [2/42] i. e. about 5% said they were to a `large extent personally 
and actively involved' in efforts to improve quality at both the unit i. e. departmental 
level and institutional level. [4/42] i. e. about 10% said they were involve to `some 
extent'; [7/42] i. e. about 17% were only `moderately' involved. [19/42] i. e. about 
45% respondents were to a `less extent' involved; and the remaining [10/42] i. e. about 
24% said they were to a `very limited extent' involved. 
Question: q6 -fixed alternative responses 
Effectiveness of Internal Communication Infrastructure 
Chart 3.6 below, is a simple bar chart representation of the SPSS analysis of the 
responses from 42 respondents i. e. N=42. It shows that, 36 out of 42 respondents 
[36/42] - representing about 86% respondents - said `YES' procedures and results of 
teaching and research quality assessment are effectively communicated at all levels of 
the institution. This relates to procedures and results of Teaching Quality Assessment 
(TQA) and Research Assessment Exercises (RAE). 5 out of 42 respondents [5/42] 
representing about 12% respondents said 'NO', they do not think procedures and 
results are effectively communicated to all staff at all levels; and only 1 out of 42 
respondents [1/42] i. e. about 2% responded `DO NOT KNOW'. The reasons for these 
responses are analysis later under qualitative data analysis using inductive techniques. 
Chart 3.6 
Extent to Which TQA Procedures and Results are 
Effectively Communicated to Staff 
(Source: Based on Questionnaire Part One - Question #6) 
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Question: q7 -fixed alternative responses 
Effectiveness of Infrastructure for Internal Reporting 
Chart 3.7 below, presents the SPSS analysis of the responses from 42 respondents i. e. 
N=42. It shows that: [7/42] respondents i. e. about 17% said they had a `formal 
structure' for effective internal reporting; [0/42] none i. e. 0%, implying none of the 
respondents indicated they had an `informal structure'; however, a massive [35/42] 
i. e. about 83% responded they had an integrated reporting infrastructure which makes 
used of both `formal' and `informal' structures. 
Chart 3.7 
Effectiveness of Infrastructure for Internal Reporting 
(Source: Based on Questionnaire Part One - Question #7) 
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Question: q9 -fixed alternative responses 
Impact of QAA/HEFCE Methodology on Teaching and Research Quality 
Management 
Chart 3.8 below, is a simple bar chart representing the SPSS analysis of the responses 
from 42 respondents i. e. N=42. It shows that, 10 out of 42 respondents [10/42] i. e. 
about 24% said `YES' QAA and HEFCE quality improvement requirements relating 
to Teaching Quality Assessment (TQA) and Research Assessment Exercises (RAE) 
processes, have brought about real improvement in academic quality. [30/42] i. e. 
71%, said 'NO', the processes have not brought about real quality improvement. The 
remaining [2/42] i. e. about 5% responded they `DO NOT KNOW'. The reasons for 
these responses are later analysed under qualitative data analysis using inductive 
techniques. 
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Chart 3.8 
Extent to Which TQA and RAE Processes Have Delivered Real 
Quality Improvement 
(Source: Based on Questionnaire Part One - Question #9) 
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Question: qll -fixed alternative responses 
The QAA Model and Stages of Total Quality Management (TQM) Evolution in UK 
Higher Education Institutions 
Chart 3.9 below, is a simple bar chart representation of the SPSS analysis of the 
responses to `ql1' from 42 respondents i. e. N=42, drawn from participating higher 
education institutions (HEIs). 
Chart 3.9 
Stages of Evolution of the QAA Model 
(Source: Based on Questionnaire Part One - Question 
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Chart 3.9 shows that, majority of respondents i. e. 41 out of 42 respondents [41/42] or 
approximately 98% thought that UK's Quality Assurance Agency (QAA) Model for 
assuring quality, represents an `inspection-based' approach to quality management. 
However, only 1 out of 42 respondents [1/42] i. e. only about 2%, thought that the 
QAA Methodology is derived from a detection-based approach. No respondent in this 
research survey suggested that, the QAA model was derived from a `prevention- 
based' approach to managing quality as proposed by Total Quality Management 
(TQM) philosophy. 
Question: 17 
Chart 3.10 below, is a simple bar chart representation of the SPSS analysis of the 
responses to question 'q17' from the 42 respondents i. e. N=42. It assesses the extent 
to which QAA and HEFCE Teaching Quality Assessment (TQA) and Research 
Assessment Exercise (RAE) impact on internal quality management critical success 
factors - represented here by the EFQM Excellence Model Enabler Criteria and other 
factors prevailing in UH HEIs. 
Chart 3.10 
Impact of TQA and RAE on EFQM Excellence Model Critical 
Success Factors 
(Source: Based on Questionnaire Part One - Question #17) 
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The responses in Chart 3.10 above relate to seven management performance areas: 
" LEADERSHIP for continuous improvement; 
" POLICYAND STRATEGY for quality improvement; 
" STAFF MANAGEMENT for quality and performance improvement; 
" FUNDING AND OTHER RESOURCES for teaching and research quality 
improvement; 
" COLLABORATION AND PARTNERSHIPS; 
" CORE PROCESSES for quality and performance improvement; and 
" INSTITUTIONAL PERFORMANCE RESULTS including students and 
stakeholder results. 
Chart 3.10, shows that, majority of respondents i. e. 37 out of 42 respondents [37/42], 
representing about 89% on average `strongly agree' and `agree' that both Teaching 
Quality Assessments (TQA) and Research Assessment Exercises (RAE) together have 
significantly brought about improvement in some areas, but not in others. From Chart 
3.10, it can be seen that, `four' main areas have seen significant improvements, these 
are: 
" Key institutional results [Question#] 7.7]; 
" Academic processes [Question#] 7.6]; 
" Collaborative partnerships [Question#] 7.5]; and 
" Funding and resources [Question#] 7.4]. 
Three major areas have however, seen less improvement; they are: 
" Staff management [Question#] 7.31; 
" Policy and strategy [Question #17.2]; and 
" Leadership [Question#17.1]. 
In the above three areas only a few respondents i. e. 5 out of 42 respondents [5/42] 
accounting for about 10% respondents on average, `strongly agreeing' and `agreeing' 
to have observed significant improvement in quality management practices required 
to sustain teaching and research quality improvement. 
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Quantitative Analysis of Questionnaire Part Two 
Numerical or `quantitative' primary data is represented here by the `scores' obtained 
from the evaluation of a set of 28 quality management practices in terms of their 
relative `importance' and relative `effectiveness' in delivering significant 
improvement in quality and performance. The number of respondents and the 
corresponding percentage scaled responses are presented for each practice. 
The works of Blazey (1997) and Zairi (2000a) were based on the assumption that a 
functional relationship exists between the two evaluation criteria used in 
Questionnaire Part Two i. e. 'importance' or efficiency and 'effectiveness'. This 
suggests that, a bivariant analysis can be used to determine the strength of association 
between respondents' perceptions of the degree of 'importance' of a quality 
management practice and the degree of 'effectiveness' of the practice, by calculating 
'three' statistics: 
" First, the Pearson product-moment correlation coefficient (r) using the 
numerical 'percentage' response scores for the two variables, and 
adopting the modified version of Fink's (1995c: 34-35) formula below: 
: (i -i)(e-e) 
r=_ 
2x/ E(e- e) 
2 
where: 
r= Pearson product-moment correlation coefficient; 
i= relative importance score (RIS) percent; 
e= relative effectiveness score (RES) percent; 
i= sample mean for RIS -score, sample size (n = 42 respondents); 
e= sample mean for RES -score, sample size (n = 42 respondents); 
" Second, the Coefficient of Determination (r2) 
" Third, test statistics: The statistical significance of the relationship 
between the degree of 'importance' (i) and degree of 'effectiveness' (e) of a 
quality management practice as measured by the product-moment 
coefficient (r) and the coefficient of Determination (r2) above, is 
conveniently tested using a two-tailed test 't' statistic with degrees of 
freedom (i: - 2) and level of significance i. e. alpha value (a) = 0.05. 
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The hypotheses are: 
Ho: p=0 
Hi: p#o 
Where: 
Ho = the null hypothesis i. e. for each quality management practice under study there 
is no linear relationship between the degree of 'importance' and the degree of 
'effectiveness'. 
Hi = the alternative hypothesis i. e. for each quality management practice under 
study, there is a positive or negative linear relationship between the degree of 
'importance' and the degree of 'effectiveness'. 
p= represents an estimate of the coefficient of determination (r1) for the population 
under study. 
The formula for calculating the test statistic i. e. tcal is adopted from Churchill 
(1999: 811). For the purpose of this study at distribution with degrees of freedom (n- 
2) is assumed, where n= 42 representing the number of respondents. 
n-2 1/2 4(n-2) 
tcal 
=r1- r2 
rx*1 
-r 2) 
where: 
n= 42 (which is greater than 10) representing the number of respondents; r= 
product-moment coefficient; and r2 = coefficient of determination. 
For the purpose of comparison and decision-making, the critical t value, that is. 
tcritical = 2.0211, where the alpha value is a=0.05 i. e. 95% significance level, a 
two-tail distribution, and degrees of freedom (n - 2) = 42 -2= 40 (see t-distribution 
Table in Appendix Cl and the calculations of the t statistics in Appendix C2. 
Leadership Practices for Academic Excellence 
Table 3.11 and Chart 3.11 below show the actual modal frequencies; the 
corresponding percentage scores; the product-moment coefficient (r), the coefficient 
of determination (r2), and the calculated t statistics for the data set on four key 
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leadership practices in participating UK HEIs. Appendix C2 shows how the t 
statistics were calculated for 'leadership' practices. The four 'leadership' practices are 
represented by response to Questions [QN]: 1,2,3, and 4. 
Table 3.11 
Evaluation of Leadership Practices 
Source: Based on Questionnaire Part Two - Questions: 1,2,3,4. 
ON = Number or Leadership Practice Numher" Sc Ied Racnnnse Srnra" Hinhly Imnnrtant Scores =4 rv Hinhly Fffertive Crnroc =AQ 1( 
Scaled Response 
QN Critical Leadership Practices Highly Important Highly Effective 
I Mission, Vision, Values, Principles, Policy, Strategy, Objectives, Targets 33/42 =79% 30/42 = 71% 
2 Internal Communication Infrastructure 38/42 = 90% 11 /42 = 26% 
3 Empowerment and Motivation of Staff 20/42 = 48% 16/42 =38% 
4 Support and Encouragement of Staff 7/42 = 17% 13/42 = 31 % 
r = +0.295 r2 = 0.087 t-calculated = 1.9526 t-critical = 2.0211 
Chart 3.11 
Evaluation of Leadership Practices In Participating Higher Education Institutions In the 
United Kingdom 
(Source; Based on Questionnaire Part Two - Questions: 1,2,3,4. 
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From the test statistics we can see that, t-calculated is less than t-critical, therefore the 
null hypothesis that there is no linear relationship is accepted. This means overall, the 
degree of 'importance' of leadership practices is not related to the degree of 
'effectiveness' of the practices under study. Thus any linear relationship between 
'importance' and 'effectiveness' of leadership practices is very weak. This is confirmed 
by the near zero value for the product moment coefficient (r) i. e. +0.295). 
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Policy and Strategy Practices for Academic Excellence 
Table 3.12 and Chart 3.12 below gives the actual modal frequencies and the 
corresponding percentage scores. The product-moment coefficient (r); coefficient of 
determination (r2), and t statistics for the data set on three key quality management 
practices relating to formulation, communication and successful implementation of 
quality improvement policy and strategy in participating UK HEIs are also given. 
Appendix C2b shows how the test statistics were calculated for 'policy and strategy' 
practices. These practices are represented by responses to Questions [QN]: 5,6,7. 
Table 3.12 
Evaluation of Policy and Strategy Practices 
Source: Based on Questionnaire Part Two - Questions: 5,6,7. 
nni -Kit imhcr nr Pnlirv R Ctrntonv Prartira Ni imhar Sralori Ppcnnnca Srnra" Hinhly Imnnrtant Scores =4 5" Hinhly Effective Scare =A -in . 
Scaled Response 
QN Critical Policy and Strategy Practices Highly Important I lighly Effective 
5 Stakeholder Needs and Expectation 22/42 = 52% 13/42 = 31 % 
6 Process Ownership and Improvement 40/42 = 95% 1/42 = 2% 
7 Information, Intelligence, and Knowledge Management 26/42 = 62% 19/42 = 45% 
r=-0.853 r2 = 0.728 t-calculate = 10.3448 t-critical = 2.0211 
Note: The calculated value for 't' is the 'absolute' figure without the 'minus' sign. 
Chart 3.12 
Evaluation of Policy and Strategy Practices in Participating Higher 
Education Institutions in the United Kingdom 
(Source; Based on Questionnaire Part Two - Questions: 5,6,7) 
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From the test statistics above we can see that, t-calculated is greater than t-critical, 
therefore the null hypothesis that, there is no linear relationship is rejected, and the 
alternative hypothesis is to be accepted. This means, overall, the degree of 
importance of the practices being evaluated is 'negatively' or 'inversely' related to the 
degree of effectiveness. This linear relationship is significant and is relatively very 
strong judging by the very high value of the product-moment correlation coefficient 
(r) i. e. - 0.853. 
Staff Management Practices for Academic Excellence 
Table 3.13 and Chart 3.13 below show the actual modal frequencies; the 
corresponding percentage scores; the product-moment coefficient (r), the coefficient 
of determination (r2), and the t statistics for the data set on three key staff or people 
management practices for sustaining quality improvement in participating UK HEIs. 
Appendix C2c shows how the t statistics were calculated for 'staff management' 
practices. These practices are represented by responses to Questions [QN] : 8,9, & 10. 
Table 3.13 
Evaluation of Staff Management Practices 
Source: Based on Questionnaire Part Two - Questions: 8,9,10. 
QN = Number or Staff Management Practice Number; 
PR fi- Q-- =R- 10 
Scaled Response 
QN Critical Staff Management Practices Hi hl Important Hi hl Effective 
8 Staff Performance, Policy and Strategy 26/42 = 62% 2/42 = 5% 
9 Staff Empowerment and Leadership 27/42 = 64% 3/42 = 7% 
10 Staff Support, Motivation and Rewards 36/42 = 86% 1/42 = 2% 
r=-0.885 r=0.783 t-calculated = 12.0162 t-critical = 
Note: the absolute value of't-calculated' is used. 
2.0211 
Chart 3.13 
Evaluation of Staff Management Practices in Participating Higher ý 
Education Institutions in the United Kingdom 
(Source: Based on Questionnaire Part Two - Questions: 8,9,10) 
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The above test statistics show that, t-calculated is greater than t-critical, therefore the 
null hypothesis that, there is no linear relationship is rejected, and the alternative 
hypothesis that there is a relationship is accepted. This means, overall, the degree of 
importance of 'staff management' practices is 'negatively' or 'inversely' related to the 
degree of effectiveness. This linear relationship is significant and is relatively very 
strong judging by the very high value of the product-moment correlation coefficient 
(r) i. e. - 0.885. 
Resources & Partnership Practices for Excellence 
Table 3.14 and Chart 3.14 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r2-value, and t statistics for the data set on 
three key resources and partnership practices for sustaining quality improvement in 
participating UK HEIs. Appendix C2d shows how the test statistics were calculated 
for 'resources and partnership' practices. These practices are represented by response 
to Questions [QN]: 11,12, and 13. 
Table 3.14 
Evaluation of Resources and Partnerships Practices 
Source: Based on Questionnaire Part Two - Questions: 11,12,13. 
QN = Number or Resources and Partnership Practice Number; 
n__i_ý n_,. ___,. _ I. r,. ý. i.. ý.....,... ý..... c,.. -- -Ac Ui-hl- 1741-fi- 
Qrnrac =R- 10 
Scaled Response 
QN Critical Resources and Partnership Practices Highly Important fighly l Effective 
11 Creating and Sustaining Synergies 23/42 = 55% 3/42 = 7% 
12 Diversification of Sources of Funding for Quality Improvement 31/42 = 74% 6/42 = 14% 
13 Acquisition, Allocation, and Utilisation of Funds 32/42 = 76% 21/42 = 50% 
r=+0.691 r2 = 0.477 t-calculated = 6.0412 t-critical = 2.0211 
Cha rt 3.14 
Evaluation of Resources & Partnership Practices in Participating 
Higher Education Institutions in the UK 
(Source: Based on Questionnaire Part Two - Questions: 11,12,13) 
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The test statistics above show that, t-calculated is greater than t-critical, therefore the 
null hypothesis that, there is no linear relationship is rejected, and the alternative 
hypothesis that there is a relationship is accepted. This means, overall, the degree of 
importance of 'resource and partnership' practices is 'positively' related to the degree 
of effectiveness. This linear relationship is significant and is moderately strong 
judging by the above average value of the product-moment correlation coefficient (r) 
i. e. +0.691. 
Processes Practices for Academic Excellence 
Table 3.15 and Chart 3.15 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r2-value; and t statistics for three key 
processes practices for sustaining quality improvement in participating UK HEIs. 
Appendix C2e shows how the test statistics for 'processes' practices were calcuated. 
These practices are represented by response to Questions [QN]: 14,15, and 16. 
Table 3.15 
Evaluation of Processes Practices 
Source: Based on Questionnaire Part Two - Questions: 14,15,16. 
QN = Number or Processes Practice Number; 
c____., r. _,.,.. --....... «c,.,... e.. -A c u: M, , G£f. -N- Q--C =R-10 
Scaled Response 
QN Critical Processes Practices Highly Important I lighly Effective 
14 Maintaining a Framework of Core Processes 31 /42 = 74% 4/42 = 10% 
15 Process Ownership for Improvement 28/42 = 67% 4/42 = 10% 
16 Sustaining Continuous Process Improvement 36/42 = 86% 5/42 = 11% 
r=+0.927 r2 = 0.859 t-calculated = 15.6134 t-critical = 2.0211 
Chart 3.1 5 
Evaluation of Processes Practices in Participating Higher 
Education Institutions in the United Kingdom 
(Source: Based on Questionnaire Part Two - Questions: 14, 
15,16) 
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The t statistics in Table 3.15 above shows that, the t-calculated value is greater than 
the t-critical; therefore the null hypothesis that, there is no linear relationship is 
rejected and the alternative hypothesis of a relationship is accepted. This means that, 
overall, the degree of importance of 'process' practices is 'positively' related to the 
degree of effectiveness - this relationship is confirmed by the high positive r-value of 
+0.927. 
Students Results Practices for Academic Excellence 
Table 3.16 and Chart 3.16 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r2-value; and t-statistics for the data set on 
three key students results practices for sustaining quality improvement in participating 
UK HEIs. Appendix C2f shows how the t statistics were calculated for 'student 
results' practices. These practices are represented by questions: #17, #18, and #19. 
Table 3.16 
Evaluation of Students Results Practices 
Source: Based on Questionnaire Part Two - Questions: 17,18,19. 
nki - AI. . mhnr nr Qh irlnntc AncuItc Orrortinn AL tmhnr" Q-lurl On-nm Seme- Winhly Imnnrfant 
Srnroc =A 5" Hinhly Fffartive Crnras =A- 10 
Scaled Response 
QN Critical Students Results Practices Highly Important Highly Effective 
17 Monitoring and Addressing Students' Complaints 33/42 = 79% 8/42 = 20% 
18 Students' Satisfaction and Delight 10/42 = 24% 13/42 = 30% 
19 Incorporating Students' Feedback into Improvements 23/42 = 55% 4/42 = 101%, 
r=-0.562 r2 = 0.316 t-calculated = 4.2979 t-critical = 2.0211 
Note: the absolute value of t-calculated is used 
Chart 3.16 
Evaluation of Students Results Practices In Participating Higher 
Education Institutions in the United Kingdom 
(Source; Based on Questionnaire Part Two - Questions: 17,18,19) 
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Table 3.16 above shows that, the t-calculated is greater than t-critical, therefore the 
null hypothesis that, there is no linear relationship is rejected and the alternative 
hypothesis of a relationship is accepted. This means that, overall, the degree of 
importance of 'student results' practices is 'negatively' or 'inversely' related to the 
degree of effectiveness of the practices. This inverse linear relationship is moderately 
strong, and is confirmed by the average r-value of - 0.562. 
Staff Results Practices for Academic Excellence 
Table 3.17 and Chart 3.17 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r-value; and t statistics for the data set on 
three key staff results practices for sustaining quality improvement in participating 
UK HEIs. Appendix C2g shows how the t statistics were calculated for 'staff results' 
practices. These practices are represented by response to questions: #20, #21, #22. 
Table 3.17 
Evaluation of Staff Results Practices 
Source: Based on Questionnaire Part Two - Questions: 20,21,22. 
QN = Number or Staff Results Practice Number; 
c.... I,. a o.,,...,...,. e c e. U; -Uh, +ý t Q, -. =dC t4iahly Pffertive Serves =R- 10 
Scaled Response 
QN Critical Staff Results Practices Highly Important Highly Effective 
20 Implementing Equal Opportunity Policy and Strategy 5/42 = 12% 2/42 = 5% 
21 Staff Involvement in Key Improvement Decisions 23/42 = 55% 8/42 = 10% 
22 Strategic Performance-Reward Systems 11/42 = 17% 7/42 = 16% 
r=+0.054 r2 = 0.003 t-calculated = 0.3420 t-critical = 2.0211 
Chart 3.17 
Evaluation of Staff Results Practices in Participating Higher 
Education Institutions in the United Kingdom 
(Source Based on Questionnaire Part Two -Questions: 20,21,22) 
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Table 3.17 above shows that, the t-calculated is less than t-critical, therefore the null 
hypothesis that, there is no linear relationship is accepted. This means that, overall, 
the degree of importance of 'staff results' practices is not related to the degree of 
effectiveness of the practices - at least not linearly. Any possible relationship between 
'importance' and 'effectiveness' may however be non-linear i. e. curvi-linear. The 
absence of a linear relationship is confirmed by the near zero r-value of + 0.054. 
Society Results Practices for Academic Excellence 
Table 3.18 and Chart 3.18 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r2-value; and the t-statistics for the data set 
on three key society results practices for sustaining quality improvement in 
participating UK HEIs. Appendix C2h shows how the t statistics were calculated for 
'society results' practices. These practices are represented by questions: #23, #24, #25. 
Table 3.18 
Evaluation of Society Results Practices 
Source: Based on Questionnaire Part Two - Questions: 23,24,25. 
QN = Number or Society Results Practice Number; 
0--1-A D--- e,.,. - U; -1,1., t ,, rrý r -- =A S Hiohiv Fffective Scores =R- 10. 
Scaled Response 
QN Critical Society Results Practices Highly Important I lighly Effective 
23 Environmental Concerns 9/42 = 21% 9/42 = 21% 
24 Impact on Local and National Economy 7/42 = 17% 16/42 = 39% 
25 Institution's Ethical Behaviour 31/42 = 74% 19/42 = 45% 
r=+0.851 r2 = 0.724 t-calculated = 10.2439 t-critical = 2.0211 
Chart 3.18 
Evaluation of Society Results Practices in Participating Higher 
Education Institutions in the UK 
(Source: Based on Questionnaire Part Two - Questions: 23,24,25) 
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The test statistics in Table 3.18 above shows that, t-calculated is greater than t-critical, 
therefore the null hypothesis that, there is no linear relationship is rejected; and the 
alternative hypothesis that, there is a linear relationship is accepted. This means that, 
overall, the degree of importance of 'society results' practices is in this case 
'positively' related to the degree of effectiveness of the practices. The linear 
relationship is very significant judging by the high positive r-value of + 0.851. 
Institutional Results Practices for Academic Excellence 
Table 3.19 and Chart 3.19 below show the actual modal frequencies; the 
corresponding percentage scores; r-value; r2-value; and the test statistics for the data 
set on three key institutional results practices for sustaining quality improvement in 
participating UK HEIs. Appendix C2i shows how the t statistics were calculated for 
'institutional results' practices. These practices are represented by questions: #26, #27, 
#28. 
Table 3.19 
Evaluation of Institutional Results Practices 
Source: Based on Ouestionnaire Part Two - Questions: 26,27,28. 
QN = Number or Institutional Results Practice Number; 
C.. n.. -A c tIii h1 , r+{+PPfiVP 
CrnrPC =R_ 10 
Scaled Response 
QN Critical Institutional Results Practices Highly Important Highly Effective 
26 Balancing the Budget 36/42 = 86% 2/42 = 5% 
27 Managing the Staff-Student Ratio 10/42 = 24% 4/42 = 10% 
28 Sustaining Funding Increases 30/42 = 71% 9/42 = 21 % 
r=-0.021 r2 = 0.0004 t-calculated = 0.1328 t-critical = 2.0211 
Chart 3.19 
Evaluation of Institutional Results Practices in Participating Higher 
Education institutions In the UK 
(Source Based on Questionnaire Part Two - Questions: 26,27,28) 
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The test statistics in Table 3.19 above shows that t-calculated is less than t-critical, 
therefore the null hypothesis that, there is no linear relationship is accepted; and the 
alternative hypothesis that, there is a linear relationship is rejected. This means that, 
overall, the degree of importance of 'institutional results' practices is in this case not 
linearly related to the degree of effectiveness of the practices. The absence of a linear 
relationship is confirmed by the near zero r-value of + 0.021. 
Quantitative Analysis of Questionnaire Part Three 
This sub-section shows the quantitative analysis of the scaled responses for 
Questions: #1, #2, #3, #7, #8, #9, #10 and #11; and the fixed alternative responses for 
#4, #5, and #6; the analysis is presented in the order given as follows: 
Question: #1 - scaled responses 
Evaluation of Key Stakeholders in terms of their Relative Power to Influence 
This question evaluates key stakeholders in terms of their power to influence the 
quality of teaching and learning. The scaled responses to this question are categorised 
into `five' groups each corresponding to a key stakeholder group. These are: Students 
[responses to sub-questions: 1.1; 1.2; 1.6]; Staff [responses to sub-questions: 1.3; 1.4; 
1.5]; Government [responses to sub-questions: 1.7; 1.8; 1.9]; Employers [responses to 
sub-question: 1.10] and Tax Payers [responses to sub-question: 1.11]. The analysis of 
the empirical data presented in Appendix B3 gives the average score for each 
stakeholder group; these are Students [3.27/5] representing a score of 3.27 
(moderately powerful) out of 5 points; Staff [4.05/5]; Government [4.02/5]; 
Employers [3.24/5] and Tax Payers [2.81/5]; - where 1= No power to influence; 3= 
moderate power to influence; and 5= great power to influence. 
Question: #2 - scaled responses 
Evaluation of Stakeholders in terms of the Relative Benefits Derived 
This question evaluates key stakeholders in terms of the relative benefits each derives 
from improved teaching and research quality. The scaled responses to this question 
are categorised into `five' groups each corresponding to a key stakeholder group. 
These are: Students [responses to sub-questions: 2.1; 2.5]; Staff [responses to sub- 
questions: 2.2; 2.3; 2.4]; Government [responses to sub-questions: 2.6; 2.7]; 
Employers [responses to sub-question: 2.8] and Tax Payers [responses to sub- 
question: 2.9]. 
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The analysis of the empirical data presented in Appendix B3 gives the average score 
for each stakeholder group. These are as follows Students [3.51/5] representing a 
score of 3.51 (moderate benefits derived) out of 5 points; Staff [4.03/5]; Government 
[4.91/5]; Employers [3.45/5] and Tax Payers [2.95/5]; - where 1= No Benefits 
Derived; 3= Moderate Benefits Derived; and 5= Great Benefits Derived. 
Question: #3 - scaled response 
Evaluation of Stakeholders in terms of their Long-term Interests in Education 
This question evaluates key stakeholders in terms of their sustained interests in the 
survival of the system of higher education in the United Kingdom. The scaled 
responses to this question are categorised into `five' groups each corresponding to a 
key stakeholder group. These are: Students [response to sub-questions: 3.1; 3.3]; Staff 
[response to sub-questions: 3.2]; Government [response to sub-questions: 3.4; 3.5]; 
Employers [response to sub-question: 3.6] and Tax Payers [response to sub-question: 
3.7]. The analysis of the empirical data presented earlier in Table 7.5, Chapter Seven; 
gives the average score for each stakeholder group as follows: Students [3.94/5] 
representing a score of 3.94 (long-term interest) out of 5 points; Staff [4.76/5]; 
Government [4.89/5]; Employers [3.83/5] and Tax Payers [3.64/5]; - where 1= short- 
term interest; 3= medium-term interest; and 5= long-term interest. 
Question: #4 -fixed alternative responses 
Debate about whether or not Stakeholders should pay the Economic Rate 
This question asked respondents whether or not Stakeholders should pay the 
economic price for the benefits they derive from higher education. 27 respondents out 
of 42 i. e. [27/42] representing about 64% respondents, said `YES' stakeholder groups 
who benefit the most should pay amounts proportionate to their benefits; [14/42] 
representing about 33% said 'NO'; and only 1 out of 42 respondents [1/42] i. e. about 
2% said `DO NOT KNOW'. The reasons given for these responses are analysed later 
under the section on `qualitative data analysis'. 
Question: #5 -fixed alternative responses 
Debate about the Extent to which Institutions should engage in Commerce 
This question asked respondents about the extent to which higher education 
institutions (HEIs) should be allowed to set up businesses and reinvest profits earned 
in quality development. 15 respondents out of 42 i. e. [15/42] representing about 36% 
respondents, said `YES' institutions must engage in commercial ventures; 8 out of 42 
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respondents [8/42] representing about 19% said `NO'; and 19 out of 42 respondents 
[19/42] i. e. about 45% said `DO NOT KNOW'. The reasons given for these responses 
are analysed later under the section on `qualitative data analysis'. 
Question: #6 -fixed alternative responses 
Management ability to accurately predict shifts in Government Funding Policy 
This question asked respondents about their ability to accurately predict future 
direction of UK Government Funding Policy, and how the direction of shift impacts 
on their quality development strategy. 27 respondents out of 42 i. e. [27/42] 
representing about 64% respondents, predicted an `INCREASE' in funding for higher 
education activities; 11 out of 42 respondents [11/42] representing about 26% 
predicted a `DECREASE'; and 4 out of 42 respondents [4/42] i. e. about 10% said 
`DO NOT KNOW'. The reasons given for these responses are analysed later under 
the section on `qualitative data analysis'. 
Question: #7 - scaled responses 
Evaluation of Stakeholders in terms of their Long-term Interests in Education 
This question evaluates key stakeholders in terms of their contribution towards 
helping institutions achieve their quality and performance improvement objectives. 
The scaled responses to this question are categorised into `five' groups each 
corresponding to a key stakeholder group. These are: Students [response to sub- 
questions: 7.1; 7.2; 7.6]; Staff [response to sub-questions: 7.3; 7.4; 7.5]; Government 
[response to sub-questions: 7.7; 7.8; 7.9]; Employers [response to sub-question: 7.10] 
and Tax Payers [response to sub-question: 7.11]. The analysis of the empirical data 
presented in Appendix B3 gives the average score for each stakeholder group. These 
are follows - Students [3.71/5] representing a score of 3.71 (moderate contribution) 
out of 5 points; Staff [3.96/5]; Government [3.85/5]; Employers [3.05/5] and Tax 
Payers [2.69/5]; - where 1= no contribution; 3= moderate contribution; and 5= very 
significant contribution. 
Question: #8 - scaled responses 
Evaluation of Measures for capturing Students'/Customers' Perception of Quality 
This question evaluates the measures or techniques used by institutions to capture the 
perceptions of stakeholders about the level of quality of provision and standards of 
awards and the overall performance of the institution. The scaled responses to this 
question are categorised into `two' groups of measures. These are Teaching Quality 
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Assessment (TQA) Scores and Research Assessment Exercise (RAE) Results 
[response to sub-questions: 8.1]; and Service Delivery [response to sub-questions: 
8.2]. The analysis of the empirical data presented in Appendix B3 gives the average 
score for each `group of measures'. These are as follows: Teaching Quality 
Assessment (TQA) Results and Research Assessment Exercise (RAE) Results 
[4.88/5] representing a score of 4.88 (extremely important) out of 5 points; Service 
Delivery [4.55/5]; - where 1= not at all important; 3= moderately important; and 5= 
extremely important. 
Question: #9 - scaled responses 
Evaluation of Measures for capturing Staff Perception of Quality 
This question evaluates the measures or techniques used by institutions to capture the 
perceptions of academic and administrative staff about the level of quality and the 
overall performance of the institution. The scaled responses to this question are 
categorised into `four' groups of measures. These are Staff Education and Training 
[responses to sub-questions: 9.1]; Staff Empowerment & Leadership [response to sub- 
questions: 9.2]; Staff Performance Related Rewards [responses to sub-question: 9.3]; 
and Environmental and Health & Safety Concerns [responses to sub-question: 9.4]. 
The analysis of the empirical data presented in Appendix B3; gives the average score 
for each `group of measures'. These are Staff Education and Training [4.91/5], 
representing a score of 4.91 (extremely important) out of 5 points. Staff 
Empowerment and Leadership [4.14/5]. Staff Performance Related Rewards [2.98/5]; 
and Environmental and Health and Safety Concerns [2.62/5]; - where 1= not at all 
important; 3= moderately important; and 5= extremely important. 
Question: #10 - scaled response 
Evaluation of Measures for capturing Key External Stakeholders' Perception of 
Institutional Quality and Management Performance 
This question evaluates the measures or techniques used by institutions to capture the 
perceptions of key external stakeholders about the level of quality and the overall 
performance of the higher education institution as a whole or a department within the 
institution. 
The scaled responses to this question are categorised into `14' groups of measures in 
Table 3.20 below; where 1= not at all important, 3= moderately important, 5= 
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extremely important. Table 3.20 presents the average results for all 42 respondents or 
their respective institutions. 
Table 3.20 
Measures for Capturing External Stakeholders Perception of Institutional Quality and Performance 
Source: Based on Questionnaire Part Three - Question #10.1 - #10.14 
ON = Suh-Ouestinns" Averave Score = Relative imnnrfance. 
ON Perception Measures 
Average 
Score 
10.1 Total Quality Strategy 3.45 
10.2 Human Resource Management 3.81 
10.3 Learning infrastructure 4.14 
10.4 Communication Strategy 4.26 
10.5 Collaborative Partnerships 3.81 
10.6 Internal and External Audits 4.19 
10.7 Research Assessment Exercises (RAE) 4.69 
10.8 Teaching Quality Assessment (TQA) 4.62 
10.9 Entry Standards 4.69 
10.10 Staff-Student Ratio 4.36 
10.11 Facilities Spending 4.45 
10.12 First Class and Second-Uppers 4.81 
10.13 Graduate Destinations 4.83 
10.14 League Tables 3.33 
Question: #11 - scaled responses 
Evaluation of Measures for capturing Society's Perception of Quality 
This question evaluates the measures used by institutions to capture the perceptions of 
society about the level of quality and performance of the institution. The scaled 
responses to this question are categorised into `six' groups of measures. Equal 
Opportunity for Employees [sub-question: 11.1]. Impact on local and national 
economic development [sub-question: 12.2]; Institution's Ethical Behaviour [sub- 
question: 11.3]; Support for Sports and Leisure [sub-question: 11.4]; Activities to 
reduce and/or prevent Pollution [response to sub-question: 11.5]; and Disclosure of 
information on Sustainability of Resources [response to sub-question: 11.6]. 
The analysis of the empirical data presented in Appendix B3 gives the average score 
for each `group of measures'. These are as follows Equal Opportunity for Employees 
[4.62/5] representing a score of 4.62 (extremely important) out of 5 points. Impact on 
local and national economic development [3.48/5], and the institution's ethical 
Behaviour [4.83] and the Support for Sports and Leisure [2.74/5]. The Activities to 
reduce and/or prevent Pollution [2.60/5]; and Disclosure of information on 
Sustainability of Resources for Teaching, Learning, Scholarship and Research; 
including resources for administrative and support-service activities [2.57/5]; - where 
1= not at all important; 3= moderately important; and 5= extremely important. 
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Quantitative Analysis of Questionnaire Part Four 
This sub-section provides a Microsoft Excel spreadsheet analysis of the `scaled 
responses' to questions: #1, #2, and #6; the `fixed alternative responses' to questions: 
#3, #4, and #5; including an SPSS spreadsheet analysis of questions: #12, #13, #14, 
#15, and #16, transferred from Questionnaire Part One. 
Question: #1 - scaled responses 
Debate about the Relevance of Performance Measures in UKHEIs 
In the opinion of 33 out of 42 respondents [33/42] i. e. about 79% respondents, the use 
of performance measures in the assessment of institutions, is `highly to extremely' 
relevant. Most of these respondents gave it a score of 8 out of 10 i. e. [8/10]; where 1= 
not at all relevant, 5= moderately relevant, and 10 = extremely relevant. 
Question: #2 - scaled responses 
Debate about the Usefulness of Performance Indicators in UKHEIs 
In the opinion of 29 out of 42 respondents, representing [29/42] i. e. about 69% 
respondents, the use of specific performance indicators in the assessment of individual 
and institutional performance, is `highly' useful. Most of these respondents gave it an 
average score of 7.5 out of 10 i. e. [7.5/10]; where 1= not at all useful, 5= moderately 
useful, and 10 = extremely useful. 
Question: #3 -fixed alternative responses 
The Effectiveness of the link between Staff Performance Indicators & Rewards 
This question asked respondents about how successful they have been at linking staff 
performance indicators and staff rewards in practice. 6 respondents out of 42 i. e. 
[6/42] representing about 14% respondents, said `YES' they have effectively linked 
staff performance indicators with staff rewards. However, a massive 35 out of 42 
respondents [35/42] representing about 83% said 'NO' they have not been successful; 
and only 1 out of 42 respondent [1/42] i. e. about 2% said `DO NOT KNOW'. The 
reasons given for these responses are analysed later under `qualitative data analysis'. 
Question: #4 -fixed alternative responses 
Impact of Widening Participation on Entry Standards and the Quality of Teaching 
This question asked respondents their opinion on the impact so far of the 
Government's Widening Participation Agenda on the institution's Policy on Entry 
Standards. 22 respondents out of 42 i. e. [22/42] representing about 52% respondents, 
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said Entry Standards for their institution is `DECLINING'; 16 out of 42 respondents 
[16/42] representing about 26% said their Entry Standards are `IMPROVING'; the 
remaining 4 out of 42 respondents [4/42] i. e. about 10% said `DO NOT KNOW'. The 
reasons given for these responses are analysed later under the section on `qualitative 
data analysis'. 
Question: #5 -fixed alternative responses 
Assessing the Gap Between Entry Standards and Standards ofA wards 
This question asked respondents about what they see as the perceived `gap' between 
`Entry Standards' and `Standards of Awards'. 5 respondents out of 42 i. e. [5/42] 
representing about 12% respondents, thought the `gap' is `WIDENING'; a massive 
34 out of 42 respondents [34/42] representing about 81% thought the `gap' is 
`NARROWING'; and the remaining 3 out of 42 respondents [3/42] i. e. about 7% said 
`DO NOT KNOW'. The reasons given for these responses are analysed later under 
the section on `qualitative data analysis'. 
Question: #6 - scaled responses 
Evaluating how specific Performance Indicators impact on Internal Judgement 
Table 3.21 below, shows the average score from the evaluating of specific 
performance indicators, commonly used for monitoring and controlling the 
performance of both academic, administrative and support-service functions in HEIs. 
The scores are based on the empirical data presented in Appendix B4. 
Table 3.21 
IMRortance and Effectiveness of Specific Performance Indicators in Hip-her Education 
Source: Based on Questionnaire Part Four - Ouestion #6AC and #6AD 
... - '.. i : -- - ....,,..,... u - fF-V-s, - . mow " DI. - D., F -- 1-H- f- fir' = 
erariomic" Aft = Administrntiva 
QN Specific Performance Indicators 
Average 
Score QN Specific Performance Indicators 
Average 
Score 
imp effect imp eFe 
#6AC Academic Pis 
6AC. 1 Cost Per Full-Time Equivalent Students 3.9 3.7 6AC. 14 Staff Absenteeism 4.5 4.2 
6AC. 2 Research Income 4.9 4.7 6AC. 15 Staff Turnover 4.5 4.1 
6AC. 3 Research Assessment Exercise (RAE) 4.6 4.7 6AC. 16 Staff & Student Com laints 4.7 4.5 
6AC. 4 Teaching Quality Assessment (TQA) 4.4 4.4 6AC. 17 Number of Press Coverage 4.5 4.4 
6AC. 5 Submission Rates for Research Degrees 3.1 3.1 6AC. 18 Number of Accolades & Awards 4.7 4.8 
6AC. 6 Number of Sponsored Research Students 4.5 4.4 6AC. 19 Collaborative Partnerships j. B 3.6 
6AC. 7 Occu ation of Graduates 2.6 2.3 6AC. 20 Sharing of Best Practices 4.9 4.8 
6AC. 8 Staff-Student Ratio 2.9 2.6 #6AD Administrative Pis 
6AC. 9 Equipment Cost Per Staff 2.9 2.7 6AD. 1 Administrative Costs Per Student 3.6 3.5 
6AC. 10 Membership of Research Councils 4.5 4.4 6AD. 2 Premise Costs Per Student 3.3 3.3 
6AC. 11 Peer Review 4.3 3.9 6AD. 3 Library Costs Per Student 3.5 3.5 
6AC. 12 Research Publications 4.8 4.8 6AD. 4 Careers Service Costs Per Student 3.2 3.1 
6AC. 13 Staff Participation in Quality 4.6 4.6 6AD. 5 Support-Staff-Academic Staff Ratio 3.0 2.9 
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The `Average Score' in Table 3.21 above, is based on the evaluation of best practices 
in terms of relative `importance'; where the scaled response: 1= `not at all important'; 
3= moderately important; and 5= extremely important. For the evaluation in terms of 
relative `effectiveness' of a practice; the scaled response: 1= not at all effective; 3= 
moderately effective; and 5= extremely effective for achieving pre-determined 
quality and performance improvement objectives and targets. 
Question: #12 - scaled responses - transfer from Questionnaire Part One 
Identification of Commonly Used Measures of Students' Perception of Quality 
Chart 3.20 shows that: (1) reliability of services; (2) teaching and research assessment 
results, i. e. TQA and RAE results; and (3) the value of awards, are the top three 
measures used by most institutions for capturing students' perception about the 
quality of provision and standard of awards. The bottom three measures are: (4) 
Flexibility of Delivery; (5) Environmental Concerns; and (6) Social Responsibility. 
Chart 3.20 
Key Measures for Capturing Students' Perception 
of Quality in Higher Education 
(Source: Based on Questionnaire Part One - Question #12) 
[QN=12.7] others 
ö [QN=12.6] Flexibility of Delivery 
2 [QN=12.5} Environmental Concerns 
[QN=12.4] Social Responsibility 
[QN=12.3] Reliability of Services 
[QN=12.2] Value of Awards 
[QN=12.1] TQA/RAE Results 
2 
:,. 
43 
38 
64 
8 
81 
9 
0 20 40 60 80 100 120 
Percentage Respondents [N=42] 
Question: #13 - scaled responses - transfer from Questionnaire Part One 
Identification of Commonly Used Measures of Staff Perception of Quality 
Chart 3.21 below, shows that: (1) Empowerment and Leadership; (2) Pay and 
Benefits; and (3) Staff Training and Development, are the top three measures used by 
most institutions for capturing the perception of academic and administrative staff, 
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about the quality and performance of the institution. The bottom three measures are: 
(4) Staff Performance Appraisal; (5) Environmental Concerns; and (6) Equal 
Opportunity. 
Chart 3.21 
Identification of Measures for Capturing Staff Perception of 
Institutional Quality 
(Source: Based on Questionnaire Part One - Question #13) 
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Question: #14 - scaled responses - transfer from Questionnaire Part One 
Commonly Used Measures of External Stakeholders' Perception of Quality 
Table 3.22 below, shows the ranking for measures commonly used by UK higher 
education institutions to capture the perception of key external stakeholders about the 
quality and performance of the institution. These external stakeholders include the 
government, potential employers, funding bodies, students, and the society as a 
whole. The top five commonly used measures are: (1) Funding for teaching and 
research infrastructure; (2) External Audit Results of teaching and research quality 
and performance e. g. QAA Scores; (3) Research Assessment Exercise (RAE) Results; 
(4) Collaborative Partnership Performance Results; (5) Graduate Destinations. The 
bottom five measures are: (9) Staff-Student Ratios; (10) First and Second Class 
Uppers; (11) External Communication Strategy; (12) Internal Audit of Quality and 
Performance; and (13) Total Quality Strategy. 
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Table 3.22 
Commonly Used Measures of Capturing External Stakeholder Perception of Institutional Quality 
Source: Based on Questionnaire Part One - Ouestion # 14) 
QN Measures of Perception Percentage Respondents [N=42] Ranking 
14.1 Total Quality Strategy 12 13 
14.2 Funding for Infrastructure 100 1 
14.3 External Communications Strategy 29 11 
14.4 Collaborative Partnerships 86 4 
14.5 External Audit of Quality and Performance 98 2 
14.6 Research Assessment Exercise (RAE) 86 3 
14.7 Teaching Quality Assessment Results 67 7 
14.8 Entry Standards 79 6 
14.9 Staff-Student Ratios 62 9 
14.10 Internal Audit of Quality and Performance 17 12 
14.11 First and Second Class Uppers 55 10 
14.12 Graduate Destinations 81 5 
14.13 Position on the League Table 64 8 
Question: #15 - scaled responses - transfer from Questionnaire Part One 
Commonly Used Techniques for Capturing Stakeholders' Feedback 
Chart 3.22 below, shows that `stakeholder surveys' are the most common techniques 
used to capture feedback from key stakeholders including students and staff, followed 
by `direct handing of complaints' and `focus group interviews'. 
Chart 3.22 
Common Techniques for Capturing Direct Feedback 
from Students and other Stakeholders 
(Source: Based on Questionnaire Part One - Question #15) 
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Question: #16 - scaled responses - transfer from Questionnaire Part One 
Commonly Used Measures of Society's Perception of Quality 
Chart 3.23 below, shows the measures commonly used by institutions to capture the 
perception of the society as a whole about the quality and performance of the 
participating higher education institutions. 
The `top' three measures are: 
(1) Ethical Behaviour; 
(2) Impact on the local and national Economy; 
(3) Anti pollution Policies and Strategies. 
The `bottom' three measures are: 
(4) Preservation of Natural Resources; 
(5) Support for Sports and Leisure; and 
(6) Equal Opportunity. 
Chart 3.23 
Measures for Capturing Society's Perception on Institutional 
Quality and Performance 
(Source: Based on Questionnaire Part One - Question #16) 
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Quantitative Analysis of Questionnaire Part Five 
100 
This section, presents the analysis of the `fixed alternative responses' for Questions: 
#1, #3, #4, and #5; and of the `scaled responses' to Questions: #2, #6 and #7. 
Presentation of the results of the analysis in the form of charts were deem `not 
necessary' in this section - since the outcomes expressed in percentage terms are self- 
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explanatory, and the implications for quality management in higher education will be 
reflected on in Chapters Four which discusses the empirical results 
Question: #1 -fixed alternative responses 
Identifying Areas for Integration in UK Higher Education Institutions 
This question asked respondents to identify higher education activities or functions 
that, needs to be integrated for improved quality and performance. 41 out of 42 i. e. 
[41/42] representing about 98% respondents said academic, administrative and 
support-service areas ought to be integrated; only one respondent i. e. [1/42] 
representing about 2% respondents said academic areas only needs integration. 
Question: #2 - scaled responses 
The Possibility and Feasibility of Integrating Academic and Non-academic Areas 
In the opinion of 30 out of 42 respondents, i. e. 71%, it is `highly possible' - as shown 
by the average score of 7 out of 10 points - to integrate `academic' and 
`administrative' functions; however, about 33% i. e. 14 out of 42 respondents thought 
that such integration was `highly feasible'; where 1= not at all possible or feasible, 5 
= moderately possible or feasible, and 10 = highly possible or feasible. 
Question: #3 -fixed alternative responses 
The Criticality of Meeting the Demands of the QAA and HEFCE 
This question asked respondents to determine the criticality of meeting the needs and 
expectation of external funding bodies such as the QAA and HEFCE. 39 respondents 
out of 42 i. e. [39/42] representing about 93% respondents, responded `YES', meeting 
these needs and expectations were critical to the short-term survival of their 
institution; [3/42] representing about 7% said 'NO', meeting these needs and 
expectations were not at all critical. The reasons given for these responses are 
analysed later under the section on `qualitative data analysis'. 
Question: #4 -fixed alternative responses 
Ranking of Leadership and Processes as Critical Success Factors 
This question asked respondents to rank `leadership' and `processes' in terms of their 
relative criticality in effecting real improvements in quality and performance in higher 
education. 5 out of 42 i. e. [5/42] representing about 12% respondents, ranked 
`leadership' first to `processes'; 12 out of 42 i. e. [12/42] representing about 29% 
ranked `leadership' second to `processes'; the majority i. e. about 25 out of 42 [25/42] 
representing about 60% respondents thought that `leadership' and `processes' are 
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more effective when integrated into one factor. The reasons given for these responses 
are analysed later under the section on `qualitative data analysis'. 
Question: #5 -fixed alternative responses 
Deciding the Premise for Quality Improvement in UKHigher Education 
This question asked respondents to decide the basis for a premise, which should drive 
and sustain quality and performance improvement in UK HEIs. 20 out of 42 
respondents [20/42] representing about 48% respondents choose `leadership' first to 
`processes' and `level of funding'. 21 out of 42 respondents i. e. [21/42] representing 
about 50% choose `processes' first to `leadership', and `funding'. No one selected 
`funding'; and only one respondent thought all three ought to be integrated. The 
reasons given for these responses are analysed later under the section on `qualitative 
data analysis'. 
Question: #6 - scaled responses 
Evaluating Appropriateness of Proposed Quality Model Structure 
This question asked respondents to offer their opinion on a proposed Theoretical 
Quality Model Structure for UK HEI. 8 out of 42 respondents [8/42] representing 
about 19% respondents thought the proposed `structure' to a `small' extent depicted 
all the critical success factors in UK higher education. 27 out of 42 respondents 
[27/42] representing about 64% thought the proposed structure to a `large' extent 
depicted all the critical success factors. The remaining 7 out of 42 respondents i. e. 
about 17% respondents, thought the proposed structure to a `great extent' depicted all 
the critical success factors in UK higher education. 
Question: #7 - scaled responses 
Evaluating the Pictorial Representation of the Proposed Quality Model Structure 
This question asked respondents to evaluate the diagrammatic representation of the 
proposed quality model structure in Question #6 above. 15 out of 42 respondents 
[15/42] representing about 36% respondents thought the `diagram' does not 
`satisfactorily' represent the suggested structure. 24 out of 42 respondents [24/42] 
representing about 57% thought the diagram was `satisfactory' and remaining 3 out of 
42 i. e. about 7% respondents thought the diagram was `excellent'. The reasons given 
for these responses are analysed later under the section on `qualitative data analysis' 
using inductive methods of analysis. 
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B. Qualitative Analysis of Responses to Questionnaire 
Primary Qualitative Data are represented here as `narratives', `non-numerical' or 
descriptive accounts offered as `reasons' for choosing a `fixed alternative response' or 
a direct response to an `open-ended' question. As would be expected, the order of the 
`inductive analysis' is in `parts', starting with Questionnaire Part One. 
Qualitative Analysis of Questionnaire Part One 
An Inductive Method of analysing textual material' based on `contents' analysis, is 
used here to analyse the `reasons' for selecting the `fixed alternative response' for 
Questions: #2, #4, #6, #9 and #11; and the responses to the open-ended Questions: #8, 
#10. 
Question: #2 - Job Descriptions 
Majority of respondents i. e. [33/42] representing about 79% said 'NO' they do not 
have a formal job description. Inductive analysis of the reasons for the `no' responses, 
suggest that formal structures for implementing quality improvement policy and 
strategy may be weak. This is what a respondent from an `oxbridge' institution said: 
"I joined the university first as an administrative officer, and was given a Job Description to that 
effect, which detailed, what I was to do as an administrator in support of academic activities. At the 
time I was not given specific responsibility in the area of academic quality. The additional 
responsibility for teaching quality came about following my promotion to Senior Administrative 
position, which was communicated to me via memos, notes, reports, and minutes of meetings, but not 
through a formal job description " (Oxbridge University Respondent #1) 
The above response identifies the interface between administrative and academic 
functions, which according to Kogan (1999) needs to be effectively managed in 
support of academic quality improvement. 
Question: #4 - Structure for Quality Management 
Few respondents i. e. [4/42] representing about 10% said 'NO' they do not have a 
dedicated division or department solely responsible for quality management. 
Inductive analysis of reasons for saying `no' suggest that, a few of the participating 
institutions do not have dedicated structures at the institutional level for implementing 
quality improvement policy and strategy. This is what a respondent from an 
`oxbridge' institution has to say: 
"We do not have a dedicated division within the university responsible for quality management, but we 
do have dedicated Quality Teams, Circles or Committees with well-defined responsibilities. For 
example: there is The Academic Quality Committee at top management level, responsible for 
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strengthening External Relations with Quality Assessment Agencies, such as the Quality Assurance 
Agency (QAA); and Quality Teams at the operational levels, responsible for implementing teaching 
and research quality improvement strategies. " (Oxbridge University Respondent #I) 
This response appears to suggest there is movement towards a 'structure-less' 
approach to the organisation of academic quality improvement activities, involving 
staff with all discipline and from different departments. 
Question: #6 - Effectiveness of Internal Communication 
5 out of 42 respondents i. e. [5/42] representing about 12% said 'NO' they did not 
know their schools most recent QAA Score. Inductive analysis of reasons for saying 
`no' suggest that these respondents may not be directly responsible for QAA affairs. 
There appears to be a timing element involved in the process of communicating 
feedback on the outcome of processes. This is what a respondent from an `oxbridge' 
institution has to say: 
"Not Yet, perhaps because, I'm not directly concerned with the output side of Teaching Quality 
Improvement, but with the inputs and aspects of processes. I get to know the results eventually, but 
from my point of view it is not a critical issue in my decision-making process " (Oxbridge University 
Respondent #1) 
By reference to 'inputs', 'processes', and 'outputs', this respondent's perception of 
teaching quality improvement may be described as a perception based on systems 
thinking. 
Question: #8 - Definition of Academic Excellence 
Inductive analysis of the definition given by 42 respondents of `academic excellence' 
identified two schools of thought about `academic excellence'. The first group of 
respondents saw `academic excellence' as an aspirational target that can never be 
achieved. The second group saw it as an achievable target linked to `best-in-class' 
performance results; that can be achieved if quality improvement objectives and 
targets are realistic enough. What the two schools of opinion have in common is the 
recognition that `sustaining quality improvement' is the means by which the 
`aspirational' and `achievable' targets can be made relevant in a higher education 
environment. A respondent from an `oxbridge' institution gave the following 
definition of `academic excellence': 
"It represents the efforts made by institutions to achieve sustainable levels of best-in-class performance 
results in academic and non-academic areas " (Oxbridge University Respondent #2) 
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The above definition appears to suggest that, sustaining excellent performance levels 
would require integration of academic and non-academic quality improvement 
policies and strategies. 
Question: #9 - Impact of QAA on Internal Quality Management 
30 out of 42 respondents i. e. [30/42] representing about 71% said 'NO' they did not 
think that the QAA's Model has brought about `significant' internal quality 
improvement; 10 out of 42 respondents i. e. [10/42] representing about 24% said 
`YES', the Model has brought about `significant' improvement in quality in their 
institution. Inductive analysis of reasons for these responses suggest that those who 
said 'NO' thought that the model was too prescriptive and led to game-playing. Those 
who said `YES' thought there would not have been any improvement had the Model 
procedures not been introduced. Two respondents from the 'NO' and `YES' camps - 
represented by an `oxbridge' and `polytechnic' institutions respectively - have to this 
to say: 
"We are 'excellence' this is evident from our historical development; apart from the link with funding 
allocations, the QAA Process is a mere waste of time and resources" (Oxbridge University Respondent 
#4) 
"The quality of provision and standards of awards would have declined dramatically if QAA processes 
were not introduced, we have seen significant improvement in our Teaching Grants and have been able 
to sustain our student numbers - including students form overseas - over the past 3-5 years " (Post- 
1992 University Respondent #42) 
These two statements suggest that, 'old' universities seem more confident about the 
relative effectiveness of their internal quality improvement processes than 'modern' 
universities. 
Question: #10 - Strengths and Weaknesses of the QAA Model 
The inductive analysis of the `strengths' and `weaknesses' listed by the 42 
respondents suggests that the key `strengths' of the QAA Model include: (1) without 
it some institutions would not have cared about improving the quality of provision 
and standards of awards; (2) Excellent Results strengthened institutional links with 
external stakeholders, in particular the Government. The key `weaknesses' include: 
(1) It is too prescriptive when it comes to `process improvement' leading to higher 
cost of bureaucracy; (2) It is yet to evolve into an effective approach to strategic 
quality management, at the moment, it is less preventive in design; (3) The process of 
operationalizing new versions of the model, is too time consuming, and have led to 
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frustration among academic staff who would rather be teaching or doing research. A 
respondent from an `oxbridge' institution (Oxbridge University Respondent #5) listed 
the following `strengths' and `weaknesses': 
Strengths: 
1. Increased awareness of quality among academic and non-academic staff; 
2. Encourages Continuous Process Improvement; 
3. Provides a rational basis for Funding Allocations; 
4. Improvement in External Relations with External Stakeholders. 
Weaknesses: 
1. Too prescriptive with respect to `process improvement' procedures; 
2. Too much emphasis on `processes' and `outputs' at the expense of `inputs'; 
3. Too much emphasis on after the event assessment of quality; 
4. It is more about assurance and not really about `management' and `transformational change'. 
The above list of strengths and weaknesses suggests that, this respondent see the 
QAA's process of rationalising Funding Allocations as being 'retrospective' rather 
than 'prospective'. 
Question: #11 - The QAA Model and the Evolution of Total Quality Management 
41 out of 42 respondents, i. e. [41/42] representing about 98% respondents thought the 
QAA Methodology relative to the stages of evolution of Strategic or Total Quality 
Management (TQM) concepts, is essentially at the basic stage of evolving into an 
effective approach to quality management. A respondent from an `oxbridge' 
institution gave the following reason: 
"The procedures adopted by the QAA Model are essentially 'inspection-based' regimes. The Model is 
however evolving slowly into a prevention-based approach in some departments or colleges in my 
university" (Oxbridge University Respondent #1) 
Inductive analysis of the reasons offered by respondents - including the one above - 
suggest that the QAA Model needs to evolve along the lines of strategic quality 
management principles, to make it more relevant and useful as a change initiative in 
UK higher education institutions. 
Qualitative Analysis of Questionnaire Part Three 
An Inductive Method of analysing textual material' based on `contents' analysis, has 
been used to analyse the `reasons' given by respondents for selecting the `fixed 
alternative response' for Questions: #4, #5, and #6. 
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Question: #4 - Paying for the Benefits Derived from Higher Education 
27 out of 42 respondents, i. e. [27/42] representing about 64% respondents responded 
`YES', that stakeholder groups who benefit the most from the provision of higher 
education should be made to pay for the benefits derived in amounts proportionate to 
the benefits derived. 14 out of 42 i. e. [14/42], representing about 33% said 'NO', 
payments should not be proportionate to benefits derived. These is what two 
respondents from both camps representing `oxbridge' and `post-1992' institutions 
have to say - first the 'NO' camp, then the `YES' camp: 
"Post-1992 institutions are community-based and teaching and learning oriented compared with Pre- 
1992 institutions, which pride themselves on research excellence, elitism and maintenance of the status 
quo. This means we tend to sympathise more with students from poorer backgrounds who cannot afford 
to pay for the full cost of higher education at the economic rate - without Government Funding and 
Support. " (Post-1992 University Respondent #42) 
"We have a track record of teaching and research excellence because of our diversified sources of 
funding some of which comes from parents of students who can afford, and organisations who sponsor 
their students for world-class research, mainly in the pure sciences, engineering and medicine. We 
cannot afford to be sympathetic were money is concerned. We urgently need the money to maintain our 
high quality and standards of awards; indeed, our national and international reputation is at stake" 
(Oxbridge University Respondent #3) 
Inductive analysis of the reasons offered by respondents - including the two 
respondents above - suggests that, those in the `YES' camp believe that, the QAA 
model in the long-term needs to evolve along the lines of strategic quality 
management principles. This is necessary if it is to meet the long-term social and 
economic expectations of the government, students, employers and society as a 
whole. Those in the 'NO' camp, however seem to argue from a short-term 
perspective, with a direct link to the economic hardship faced by excellent students 
from low-income families. 
Question: #5 - Using Profits for Commercial Ventures for Quality Development 
15 out of 42 respondents, i. e. [15/42] representing about 36% respondents said `YES', 
publicly funded higher education institutions ought to be allowed to set up businesses; 
with capital from various stakeholders. The profits earned from the commercial 
venture should then be spent on internal quality development. 27 respondents out of 
42, however, either said 'NO' or `DO NOT KNOW', suggesting the controversial 
nature of the strategic issues involved in public sector institutions seeking private 
sector participation in funding higher education. This is what the `YES' and 'NO' 
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respondents from the opposing camps have to say - they are respectively, represented 
by a respondent each from an `oxbridge' and a `post-1992' institution: 
"This is largely the case in Private Sector Higher Education Institutions, particularly in the USA. In 
publicly funded institutions, if these were to happen on a large-scale, some institutions will benefit 
more than others, and the Government will become more selective in its funding allocations. Yes, it is 
generally a good thing, if the Government remains the main funder and employer of graduates in the 
public sector. " (Oxbridge University Respondent #2) 
"There is a serious danger of Government funding being withdrawn, many of Post-1992 institutions 
with weak financial base will go out of business, few may be encouraged to go private. In the very 
long-term, the mission of higher education will be undermined with negative impact on the quality of 
provision and standards of awards. " (Post-1992 University Respondent #42) 
Inductive analysis of the reasons offered by respondents - including the two above - 
suggests that, the those in the 'NO' camp think the mission of higher education will 
eventually be compromised. Those in the `YES' camp think private sector 
participation will make institutions more accountable and make higher education 
more relevant to today's knowledge-based economy. 
Question: #6 - Predictability of Shifts in Government Funding Policy 
27 out of 42 respondents, i. e. [27/42] representing about 64% respondents predicted 
an `increase' in government's expenditure on higher education; with 11 out of 42 
respondents, i. e. [11/42] representing about 26% respondents, predicting a `decrease' 
in funding. This is what the `INCREASE' and `DECREASE' camps have to say - 
respectively represented by a respondent each from an `oxbridge' and a `post-1992' 
institution: 
"It is politically expedient for governments to want to be seen `increasing' expenditure on Higher 
Education in order to get the vote to come into power or remain in power, as the case may be. That 
said, whatever the increases may be, they may just not be enough to cover the full cost of higher 
education to both students and institutions. " (Oxbridge University Respondent #2) 
"From an economic perspective, `decrease' in funding will continue to be the policy of successive UK 
Governments, because of the need to control Public Expenditure. " (Post-1992 University #40) 
Inductive analysis of the reasons offered by respondents - including the two examples 
above - suggests that those predicting a `rise' in government spending see it as 
politically expedient do to do. However, those predicting a `decline' see the need to 
control public expenditure as the main concern of the government in the long-term 
management of the economy. 
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Qualitative Analysis of Questionnaire Part Four 
An Inductive Method of analysing textual material' based on `contents' analysis, is 
used here to analyse the `reasons' for selecting the `fixed alternative response' for 
Questions: #3, #4, and #5. 
Question: #3 - The Link Between Staff Performance Indicators and Rewards 
6 out of 42 respondents, i. e. [6/42] representing about 14% respondents `YES', in 
practice they have established a link between `staff performance indicators' and `staff 
reward systems'; with a massive 35 out of 42 respondents, i. e. [35/42] representing 
about 83% respondents, who responded 'NO', there is no serious attempt to improve 
these linkages even where they exist. This is what the `YES' and 'NO' camps have to 
say - respectively represented by a respondent each from an `oxbridge' and a `post- 
1992' institution: 
"We work on the basis that there is a causal relationship between staff performance indicators and 
rewards. The indicators are in the form of outputs e. g. Number of Publications Per Year; and rewards 
by way of promotions or increased privileges including increased number of attendance at 
international conferences etc. " (Oxbridge University Respondent #2) 
"We see the linkages as theoretical because they are simply difficult to sustain, lack of adequate 
funding means, discussion of the linkage is not encouraged very much because it generates a lot of 
passionate debates about fairness and equity. " (Post-1992 University Respondent #40) 
Inductive analysis of the reasons offered by respondents - including the two above - 
suggest that those who said `YES' did so as part of their staff retention strategy. In 
contrast, respondents who said 'NO', acknowledge that the linkage exist at the human 
resources policy level, but lacks the strong leadership required to maintain its 
continuous implementation. 
Question: #4 - Impact of Widening Participation on Entry Standards 
6 out of 42 respondents, i. e. [6/42] representing about 14% respondents were of the 
view that the Government's widening participation agenda, has led to a `DECLINE" 
in Entry Standards; in contrast, 35 out of 42 respondents, i. e. [35/42] representing 
about 83% respondents, said the pursuit of widening participation has led to the 
maintenance and in some departments the raising of Entry Standards. This is what the 
`DECLINING' and `IMPROVING' camps have to say - represented by a respondent 
each from an `oxbridge' and a `post-1992' institution: 
"Most in departments in my school have cash problems; even though they do not openly admit 
lowering Entry Standard into order to maximise their funding allocations for teaching, that is the case 
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in practice, and I'm not going to say that is what we turn to do. I leave you to make your own 
judgement. " (Post-1992 University Respondent #39) 
"To maintain our international competitiveness top academic leadership is directly involved in 
ensuring that Entry Standard are maintained and even improved. We are continuously fighting to 
maintain our international reputation for research and teaching excellence. " (Oxbridge University 
Respondent #5) 
Inductive analysis of the reasons offered by respondents - including the two above 
examples - suggest that where there has been a `DECLINE'; Entry Standards have 
been lower in order to obtained targeted number of students. In contrast, where Entry 
Standards have been maintained and improved strong academic leadership was 
required to ensure that rules were not bent in favour of students with lower Entry 
Standards, because it tended to create more problems than it solves. 
Question: #S - The Gap Between Entry Standards and Standard of Awards 
5 out of 42 respondents, i. e. [5/42] representing about 11% respondents thought the 
perceived gap in `Entry Standard' and `Standard of Awards' is `WIDENING'; 
whereas 34 out of 42 respondents, i. e. [34/42] representing about 81% respondents, 
thought the `gap' was `NARROWING'. This is what the `WIDENING' and 
`NARROWING' camps have to say - respectively represented by a respondent each 
from an `oxbridge' and a `post-1992' institution: 
"We have no short-term and long-term interests in helping to widen the 'gap' between Entry Standards 
and Standards of Awards. " (Oxbridge University Respondent #2) 
"There is enormous pressure from Government to be seen to be doing whatever is reasonably possible 
to widen participation. However, not all departments are handling these pressures very well. It is 
better handled in the sciences than in non-sciences " (Post-1992 University Respondent #40) 
Inductive analysis of the responses - including the two examples above - seem to 
suggest that, those who thought the `gap' was `widening' were perhaps lowering 
Entry Standards; whereas those who thought the `gap' was `narrowing' were perhaps 
doing every thing possible to maintain Entry Standards and therefore the Standard of 
Awards. 
Qualitative Analysis of Questionnaire Part Five 
An Inductive Method of analysing textual material' based on `contents' analysis, is 
used here to analyse the `reasons' for selecting the `fixed alternative response' for 
Questions: #1, #3, #4, #5 and #7. 
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Question: #1- Possible Areas for Integration 
41 out of 42 respondents, i. e. [41/42] representing about 98% respondents said 
academic, administrative and support-service areas ought to be integrated. This is 
what a respondent from a `polytechnic' institution has to say: 
"All three areas (academic, administrative, and support-service) are critical for sustaining academic 
quality improvement" (Post-1992 University Respondent #42) 
Inductive analysis of the reasons offered by respondents - including the example 
above - suggest that, they saw integration as a critical factor for sustaining continuous 
improvement in quality and performance through efficient use of scarce resources in a 
higher education environment. 
Question: #3 - Criticality in Meeting the Needs and Expectations of the QAA and 
HEFCE 
39 out of 42 respondents, i. e. [39/42] representing about 93% respondents thought 
that meeting the needs and expectations of the Quality Assurance Agency (QAA) and 
the Higher Education Funding Council (HEFCE) is very important. A respondent 
from an `oxbridge' institution puts it this way: 
"If the requirements of the QAA and HEFCE were not linked to Government Funding, most of us 
would not have bored much about their existence. We have to protect our public image by being seen to 
be doing something about quality; this however, has led to game playing with these agencies. " 
(Oxbridge University Respondent #4) 
Inductive analysis of the reasons given by respondents - including the above example 
- suggest that meeting the needs and expectations of the QAA and HEFCE is seen as 
short-term obligations with long-term implications on the image of the institution in 
the eyes of the general public. 
Question: #4 - Sustainable Critical Success Factors 
5 out of 42 respondents [5/42] i. e about 12% respondents ranked `LEADERSHIP' 
first to `PROCESSES'. 12 out of 42 respondents [12/42] representing about 29% 
respondents ranked `PROCESSES' second to `LEADERSHIP'; whereas 25 out of 42 
respondents, i. e. [25/42] representing about 60% respondents, rank the `two factors' 
as equally important when integrated. This is what three respondents had to say: 
"Effective Managerial Leadership is key to maintaining our track record of maintaining a culture of 
higher quality and standards as the means for sustaining academic excellence. (Oxbridge University 
Respondent #6) 
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"The QAA and HEFCE Models are 'PROCESS' Models. As such the more institutions are compelled 
to comply with their requirements without serious attempts by institutions to integrate these models 
into their own internal mechanisms, there is the danger that conceptually many practitioners will 
continue to rank `processes' first to `leadership' in the UK" (Post-1992 University Respondent #40) 
"Leadership and Processes on their own are not effective in bringing about and sustaining Quality 
Improvement. They are more effective when integrated, and in situations where the Process is owned 
by a Leader, improved Leadership brings about improved Processes; and the delivery of Quality 
Teaching and Research " (Post-1992 University Respondent #42) 
The inductive analysis of the reasons for suggesting an integration of `leadership' and 
`processes' suggest that respondents - including the three above - thought it will help 
identify areas of synergy and encourage process ownership for sustained 
improvement. Respondents who ranked `processes' first to `leadership' thought they 
have be influenced by years of adopting the QAA and HEFCE Models which 
explicitly places emphasis on `processes'. Those who ranked `leadership' first to 
`processes' did so not because that was the case in their institutions but because they 
are aware of the strategic role of leadership in quality improvement. 
Question: #5 - Premise underpinning Models for Sustaining Quality Improvement 
20 out of 42 respondents, i. e. [20/42] representing about 48% respondents thought the 
premise for sustaining quality improvement ought to be based on `leadership'; 
whereas 21 out of 42 respondents, i. e. [21/42] representing 50% respondents, thought 
the underlining premise should be based on `processes'. This is what respondents 
from two institutions have to say: 
"As a science-based department, our success is based on precision and certainty, we need to know who 
our leaders or quality champions are for direction, drive, inspiration, motivation, and reward for our 
efforts. We need a Leader to sustained Process Improvement and not the other way round" (Oxbridge 
University Respondent #4) 
"We see Process Improvement as central to our operations, because we are in a situation were it is 
very difficult for us to retain leadership at all levels for a very long period. We do not have enough 
funds to support serious quality development. Leaders come and go, but Processes are constant; it is 
our strategic responsibility to ensure that processes are improved and well documented - irrespective 
of who is in a leadership position " (Post-1992 University Respondent #40) 
Inductive analysis of the reasons given by respondents - including the two above - for 
these choice, suggest two schools of thought; first, the `leadership-process' school 
based on a formal rigid hierarchical structures for quality management - illustrated by 
the oxbridge respondent #4. Second, the `process-leadership' school of thought based 
on less formal flexible structures, that responds quickly to changes in the internal, 
external and competitive environments in which institutions operate in - as illustrated 
by the post-1992 university respondent #40. 
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Question: #7 -Pictorial Representation of Proposed Model for Higher Education 
15 out of 42 respondents, i. e. [15/42] representing about 36% respondents thought the 
proposed diagram was `NOT SATISFACTORY'; whereas 24 out of 42 respondents, 
i. e. [24/42] representing about 57% respondents, thought the diagram was 
`SATISFACTORY'. Two respondents has this to say: 
"This diagram is not satisfactory, because not all the terminology is well understood by academic staff 
responsible for quality. For example - What is Best Practice? " (Oxbridge University Respondent #2) 
"This is a smart diagram and has strong selling points: 
(1) It takes into account the impact of internal and external factors in the audit process; 
(2) It shows leadership and processes as the foundation for best practices 
(3) the arrows spreading out appear to suggest successful application of best practices in both 
internal and external audit procedures. " (Oxbrdige University Respondent #5) 
Inductive analysis of the reasons for the responses - including the two examples above 
- suggest that, those who thought the diagram was `not satisfactory' did so because 
not all the critical success factors for sustaining quality improvement were shown in 
the diagram. However, those who thought it was `satisfactory' did so because they 
thought that from a broad or strategic perspective, the diagram may best be described 
as a `level one' representation of data and information; as such lower levels of 
representation will be needed for further clarification. 
C. Pool of Critical Success Factors Derived from Analysis of Questionnaires 
Appendix C3b shows the results of analysing the responses to the 69 questions in the 
Questionnaire, which led to the creation of the pool of 64 critical success factors. 
Table 3.23 below shows the categorisation of these factors into `Eight Generic CSFs' 
and a number of `Specific CSFs' - relating to academic, administrative and support- 
service functions - based on a pre-coding system developed from the literature. 
Table 3.23 
Categorisation of Critical Success Factors 
Source: Based on Resvonse to Ouestionnaire Survey 
No. Generic Critical Success Factors S cific Critical Success Factors 
Academic Administrative Support-Services 
1 Effective Managerial Leadership Teaching; 
2 Information, Knowledge Management Learning; Facilities; ICT Infrastructure; 
3 Funding, Resources, Collaborations Research; Students Complaints; Library Facilities; 
4 Staff Planning, Results, Rewards Scholarship; Students Feedback; Sports and Leisure; 
5 Framework of Core Processes Student Assessment Enrolment Staff and Student 
6 Students as Customers Results Enrolment Students Finance; Accommodation. 
7 Government and other Stakeholders Results Reference Facilities; Staff Recruitment 
8 Institutional Performance Results Conferences. 
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3.2.2. Qualitative Analysis of Semi-Structured Interview Transcripts 
The inductive technique for analysing the interview transcripts has been described in 
detail earlier in this chapter under Section [3.2]. The responses to broad and specific 
interview questions under each interview theme are provided below in the case of a 
total of 39 interviews conducted in the United Kingdom and in the United States of 
America. The inductive analysis of the response to these questions led to the creation 
of the Pool of 'weak', 'good', and 'best' Practices shown under Appendix C4. The 
primary aim of the results from the US is to inform quality management practices in 
the UK, and not for a detailed comparative analysis to be made - this will require a 
much wider sample of interviews with different US higher education institutions. 
A. Analysis of Responses to Broad or Generic Interview Questions 
A number of key questions have been selected for analysis under each theme; specific 
questions relating to each broad question, are analysed later under sub-section B. For 
each question the view of experts in both the UK and US are given to help identify 
any areas of similarity or difference. The implications for quality management in UK 
higher education institutions in general and in particular in participation institutions 
will be discussed under Chapter Four. 
Theme#1-Best Practices for Excellence 
This theme deals with the notion of `best practices' and how it relates to the `concept' 
of excellence in higher education. The main question to be analysed is: 
Broad Question: #1 - Meaning and Relevance of Best Practices 
How would you define `Best Practice' in the Context of Higher Education? 
In response to the above question two interviewees from the UK and US said: 
"Since the notion of `best practice management' is still evolving' more needs to be done to educate and 
train academic staff in its use. Current literature in the UK shows that, `Good Practice' is 
interchanged with `Best Practice, however, what we are doing is to emphasis the importance of 
transformational leadership in further developing 'good practices' until they become `best practices' 
capable of delivering world-class or best-in-class performance results " (UK Interviewee #1) 
"There is still a debate amongst academics and administrators about whether to use the term 'Good 
Practice' or 'Best Practice'. There are those who say we ought to move from 'good' to 'best' because 
the latter is directly linked to 'excellence' and it is 'aspirational'. Those who want to maintain the use 
of 'good' wish to do so because it creates less misunderstanding in the use of appropriate terminology. 
My own view is that the concept of 'best practice management' is essentially contextual and evolving 
and needs experts to explain its meaning and relevance to staff for effective implementation. We have 
successfully operationalised Academic Excellence through Best Practice implementation " (US 
Interviewee #1) 
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Inductive analysis of the interview transcripts - including the two interviewees above - 
suggests that, majority of interviewees in the UK and US agree that: 
" Best Practices are practices that deliver best-in-class or world-class performance 
results; 
" From a philosophical point of view, aiming to be the 'best' provides a stronger 
incentive for improvement than merely aiming to be good "; 
9 Context is critical, because, there is no single `best' quality management practice; 
" Transformational managerial leadership is required to develop 'Good' practices 
into 'Best' practices - the use of the appropriate terminology is important. 
" Best Academic Practices underpin Academic Performance Excellence 
Theme#2 - Evaluation of Best Practices for Academic Excellence 
This theme deals with the set of criteria for evaluating a `best practice' for sustaining 
academic quality improvement. The main question to be analysed is: 
Broad Question: #2 - Evaluation of Best Practices 
What criteria do you use to evaluate `Best Academic Practices'? 
In response to the above question two interviewees from the UK and US said: 
"A 'YES' response to all the above questions, supported by documentary evidence of practice, would 
suggest that a particular quality management practice is relatively highly important and highly 
effective in delivering long-term success. It is indeed a common sense approach to quality assessment, 
measurement, improvement, and management. It encourages organic development of quality in 
academia. " (UK Interviewee #2) 
"If a practice is deemed `not important' then there is no need to spend time and money implementing 
it; if a practice is `not effective' in delivering stated quality improvement objective - why implement it? 
The fact is that, in publicly funded institutions there is empirical evidence of game playing, because of 
poor incentives or lack of it, and the level of competition among institutions is not that high and 
sustainable. " (US Interviewee #2) 
Inductive analysis of the interview transcripts - including those of the two 
interviewees above - suggests that, majority of interviewees in the UK and US agree 
that, from an `inductive' point of view, a set of evaluation criteria linked to `relative 
importance' and `relative effectiveness' of a practice may be used. The set of criteria 
- expressed by most interviewees in the form of questions - for evaluating the 
`relative importance' and `relative effectiveness' of a quality management practice 
include: 
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Relative Importance of a Practice: 
" Is the link between the practice and strategic quality improvement objectives 
very strong? 
" Is everyone actively involved in sustaining a work environment, which 
encourages the practice? 
9 Are staff recognised and rewarded for their effort in sustaining the practice? 
Relative Effectiveness of a Practice: 
" Is the practice consistent with mission, vision, values, principles, policy, 
strategy and objectives? 
" Is the practice cost-effective in meeting the needs of students and potential 
employers? 
" Does the practice meet the short-term financial obligations of the institution 
on continuous basis? 
Theme#3 - Stakeholders for Sustaining Academic Excellence 
This theme deals with the need and expectations of key stakeholders, and how they 
relate to the efforts to achieve and sustain academic excellence. The main question to 
be analysed is: 
Broad Question: #3 - Evaluating Stakeholder Power, Contribution and Interests. 
How have you being able to deal with the varied interests and power of different 
stakeholders in order to maximise their financial contribution to your institution? 
This is what two interviewees from the UK and US have to said about the `first' and 
`second' schools of thought: 
First School of Thought: 
"The needs and expectations of stakeholders with short-term and long-term 'interests' should be 
harmonised, effectively integrated, and prioritised on the basis of relative power' to influence the 
strategic direction of higher education, and their relative ability to make significant financial 
'contribution' to quality development". (UK Interviewee #3; US Interviewee #3) 
Second School of Thought: 
"The needs and expectations of stakeholders with short-term 'interests' should be harmonised, 
effectively integrated, and prioritised on the basis of relative power' to influence the day-to-day 
operational decisions of higher education, and their relative ability to make significant financial 
'contribution ' to quality development "(UK Interviewee #4; US Interviewee #4). 
Inductive analysis of the interview transcripts - including those above - suggests that, 
there are two schools of thought on how to balance the varied `interests' and `power' 
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of stakeholders, in order to maximise the financial and non-financial contribution 
derived from them in support of continuous academic quality development. 
Theme#4 - Performance Measures for Academic Excellence 
This theme deals with the debate on the `continuous' relevance and usefulness of 
performance `measures', `indicators' and `management' in higher education, in 
relation to achieving and sustaining teaching and research excellence. The main 
question to be analysed is: 
Broad Question: #4 - Relevance and Usefulness of Performance Measures. 
What is your take on the continuous relevance and usefulness of performance 
measures in Higher Education? 
In response to the above question two interviewees from the UK and US said. 
"There is no doubt performance measures, indicators and management provide a rational basis for 
evaluating performance of individuals and institutions. The danger is how to effectively manage 
situations where evaluations do not lead to significant improvement in individual and institutional 
performance results. Lack of real improvement may lead to 'performance improvement ' fatigue" (UK 
Interviewee #5) 
"We find the use of performance measures and indicators very useful, and they form the basis of our 
Strategic Quality Planning and Assessment. We have a set of measures and indicators carefully 
evaluated and implemented, through a well documented process. The direct link with funding and other 
resource acquisition means we have a strong incentive for maintaining and improving on our system of 
performance management. We have achieved significant success over the past 20-30 years of practice. 
Performance measures, indicators and the whole process of management are strategically relevant and 
useful for sustaining academic excellence" (US Interviewee #5) 
Inductive analysis of the interview transcripts - including the transcripts from the two 
interviewees above - suggests that, majority of interviewees in the UK and USA are 
of the view that, higher education institutions publicly funded should be more 
`accountable' for the moneys they receive from the taxpayer. This makes the use of 
performance measures as the only basis of deciding funding allocations, more and 
more relevant and useful. Most interviewees argued that, there ought to be a threshold 
for a minimum level of quality linked to a minimum level of funding to encourage 
continuous development of quality. 
Theme#5 - Development of Academic Excellence Models 
This theme deals with how to depict `critical success factors' underpinning academic 
excellence in a diagrammatic form to give an impression of `holism' and 
`integration'. The main question to be analysed is: 
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Broad Question: #S - Alternative Model Infrastructure 
How would you diagrammatically represent the Structure of a Model for Academic 
Excellence? 
The response from two interviewees from the UK and US are stated as follows. 
"The strength of the EFQM Excellence Model is that it is based on systems thinking... its weakness is 
that it does not specifically address the Quality of Teaching and Research (UK Interviewee #6) 
"One of the strengths of the recently introduced Educational Version of the MBNQA Excellence Model 
is that it is based on systems thinking, and attempts to address Quality in Education (US Interviewee 
#6) 
Inductive analysis of the interview transcripts - including those of the above two 
examples - suggests that, majority of interviewees in the UK and USA are of the view 
that, the model structure should be based on `systems infrastructure'. They also 
suggested that, it must include `feed-back' and `feed-forward' mechanisms, to make 
the model responsive to changes in the external environment. 
B. Analysis of Response to Specific Research Interview Questions 
There are a number of specific questions linked to the broad or generic questions 
asked during the interviews. Although these questions were generated as the interview 
progressed, there were considered before the interviewees and listed under 
Appendices A2 and A4. Five of these questions have been analysed below. 
Theme#1- Best Academic Practice Management 
The specific questions under this theme attempts to gather data, information and 
intelligence on how individual quality managers and their institutions identify, 
evaluate, select, implement and control academic practices, as basis for sustaining 
`best practice management' for academic excellence. The specific question to be 
analysed is: 
Specific Question: #1- Approach to Best Academic Practice Management 
How do you manage the system of `Best Academic Practices' effectively? 
The response to the above question from two interviewees from the UK and US are as 
follows: 
"For a start we have a well documented system of academic practices, which are verifiable; and as 
part of our induction process for staff, we make them aware of what we consider as 'weak, 'good' and 
'best' teaching and research practices. We belief this helps new staff to properly position themselves in 
a way to deliver further improvements and not to unconsciously adopt 'weak' practices. We have 
successfully implemented new teaching practices after benchmarking our practices with well- 
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established departments or schools. We however, have a deliberate strategy of continuous review of 
practices in order to reduce the cost of bureaucracy (UK Interviewee #7) 
"Over the years our academic and administrative practices have improved significantly because we 
continuously improve on our practices. We Benchmarking internally and external on ad-hoc basis, and 
seen the techniques as an integral part of our continuous effort to make our academic practices not just 
'good' but the 'best' in order to maintain our international competitiveness as a Centre for Excellence 
in the Material Sciences (US Interviewee #7) 
Inductive analysis of the interview transcripts - including those of the two above - 
suggests that, majority of interviewees in the UK and USA identified two approaches 
to management of best academic practices. The first approach is `ad-hoc' and is 
derived from best practice benchmarking; the second, is `continuous' and is derived 
from regular evaluation of practices in order to eliminate teaching and research 
practices that are less important and less effective in delivering expected results. 
Theme#2 - Composite Definition of Quality 
The specific questions under this theme attempts to gather data, information and 
intelligence on the `possibility' and `feasibility' of developing a `composite' 
definition and `meaning' of quality in higher education. The specific question to be 
analysed is: 
Specific Question: #2 - Meaning of Quality in Higher Education 
What is your take on a `composite' definition ofAcademic Quality? 
The response to the above question from a UK and US interviewee are state below. 
"Quality as Fitness for Purpose is a narrow definitions, but easier to understand and implement if your 
consider students as customers who should be satisfied and even delighted. A composite definition may 
be difficult if not impossible to derive; and the assessment of quality based on it may be demanding. 
There is however, no doubt that, a composite definition if well developed and explained will make the 
achievement of academic excellence easier - empirical validation will be needed (UK Interviewee #7) 
`A composite definition will raise the stacks higher, which is expected when you consider that 
'excellence' is an aspirational target. It will reinforce the principles of 'continuous quality 
improvement'. The downside however, is that people will always see themselves as having a `deficit' 
and they need to put in more effort in order to achieve world-class results. It may put institutions and 
individuals without the resources to do better under enormous pressure leading to de-motivation (US 
Interviewee #8) 
Inductive analysis of the interview transcripts - including the two above - suggests 
that majority of UK and US interviewees believe it is time to have a more `holistic' 
and `integrated' definition of quality that fits well into academic terminology, instead 
of over-reliance on commercially derived definitions and meanings. This definition 
and meaning of quality they believe ought to be based on empirical research, and 
underpinned by the evolution of quality over the years. 
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Theme#3 - Stakeholders as Customers 
The specific questions under this theme attempts to gather various views on who 
ought to be regarded as a `customer' in higher education. The specific question to be 
analysed is: 
Specific Question: #3 - Definition of Customers in Higher Education 
Which Stakeholders ought to be treated as customers in higher education? 
The response to the above question from two interviewees from the UK and US are 
given below. 
"In publicly funded institutions funding is a critical success factor; as such our specific interest, in the 
short-term, is how to resolve our liquidity problems. Most International students have their fees fully 
paid before they set foot on our campus. Home Students, sponsored by world-class organisations are 
also a good source of cash. Funding from Government sources takes a long time to process, meanwhile 
we need to get our operations off the ground come September (UK Interviewee #8) 
"Even though we are registered as a `state' institution, we have both private and public sector 
participation in funding our activities. We have however been careful not to change our overall 
mission as a public' institution - the private participation is for the 'money' and the public 
participation is for 'quality service' for all. We need `hard' cash, which the government and big 
business alone can provide; but the services are for the general public interest. Our specific interest is 
to find ways of maximising funding from key stakeholder who have the money, and our general interest 
our reason d'etre is to serve the public good including the needs and expectations of our key funders. 
This is the foundation on which we have been able to sustain quality improvement over the past 20-30 
years (US Interviewee #3) 
Inductive analysis of the interview transcripts - including transcripts of the two 
examples above - suggests that, majority of interviewees in the UK and USA agree 
that there is the need to prioritise who ought be treated as `customers' in higher 
education. The definition should not simply be in terms of `consumers' of services or 
`ability to pay for the services, but also in terms of two systems of interests: specific 
and general systems of interests. The analysis of views obtained suggest that, in the 
`specific system of interest', the following ought to be regarded as customers in 
declining order of priority: 
" Students whose tuition fees have already being made; 
" Students whose tuition fees will certainly be paid; 
" Students with a high probability that tuition fees will be paid; 
In the `general system of interest' the following may be considered as customers in 
declining order of priority: 
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9 Providers of Long-term Funds, for infrastructure and staff development; 
" Providers of Short-term Funds, including Funding for Short-term Projects; 
" Potential Employers of Graduates. 
Theme#4 - Performance Measures and Excellence 
The specific questions under this theme attempt to gather specific data on 
performance measures and indicators used by interviewees. The specific question 
analysed is: 
Specific Question: #4 - Nature of Performance Measures and Indicators 
Can you give examples of performance measures and indicators used? 
Inductive analysis of the interview transcripts suggests that, majority of interviewees 
in the UK and USA use identical performance measures and indicators for academic 
quality planning and assessment in their respective institutions. Table 3.24A and 
Table 3.24B, shows the list provided by two interviewees from the UK and the US. 
Table 3.24A 
Commonly Used Academic Performance Measures and Indicators in the UK 
Cnnrcer I TK interviewer üS 
Performance Measures Performance Indicators 
1 Leadership Communication 
2 Management Problem-solving 
3 Continuous Improvement Improvement Objectives 
4 Academic Staff Retention Rates 
5 Resources Cost Per Staff 
6 Teaching Processes Cost Per Student 
7 Research Processes Cost Per Staff 
8 Administrative Staff Cost Per Staff 
9 Support-service Staff Cost Per Staff 
10 Policy and Strategy Staff Awareness 
Table 3.24B 
Commonly Used Academic Performance Measures and Indicators in the USA 
SnlRY`P' I IQ Tilfntýi oýtoa äG 
Performance Measures Performance Indicators 
1 Leadership Public Image of Institution 
2 Process ownership Level of Student Complaints 
3 Policy and Strategy Information 
4 Academic Staff Cost per Staff 
5 Administrative Staff Cost per Staff 
6 Support-service Staff Cost per Staff 
7 Continuous Imrovement Cost per Stude 
8 Teaching Processes Teachin Income 
9 Research Processes Research Incomes 
10 Learning Processes Grades 
Theme#5 - Development ofAcademic Excellence Models 
The specific questions under this theme attempts to gather empirical data on the 
`possibility' and `feasibility' of developing an alternative academic excellence model 
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based on critical success factors derived from academic practices. The specific 
question to be analysed is: 
Specific Question: #5 - Modelling Academic Excellence 
What is your take on the use of commercially derived Excellence Models? 
The response to the above question from two interviewees from the UK and US are 
stated below. 
"Many of the so called Excellence Models are based on commercial experience not educational 
experience; they are also biased in favour of TQM principles which most of us do not believe in. We 
urgently need a model that takes contextual issues relating to academic, administrative and support- 
service activities more seriously" (UK Interviewee #2) 
"Even though the recently introduced Educational version of the Malcolm Baldridge National Quality 
Award is been used by some educational institutions in the US. It still represents a model being 
imposed on institutions. A model developed by outsiders for institutions. We need a model developed by 
institutions for institutions. (US Interviewee #9) 
Inductive analysis of the interview transcripts - including the transcripts of the two 
interviewees above - suggests that, majority of interviewees in the UK and USA 
believe it is time to have a more `holistic' and `integrated' model of academic 
excellence. This model they argue should fit well into academic terminology, instead 
of using commercially derived models. 
C. Using Inductive Techniques to Create a Pool of Academic Practices 
The inductive analysis of the transcripts led to the identification of 'weak', 'good', and 
'best' practices. These three categories of practice are defined respectively as practices 
that are considered 'less important and less effective', 'moderately important and 
moderately effective', and 'highly important and highly effective' - in bringing about 
significant improvement in the quality of teaching and research. Appendix C4 shows 
how inductive analytical techniques have been used to analyse the 39 interview 
transcripts, resulting in the creation of an 'initial' pool of weak, good, and best quality 
management practices. 
Summary of Data Analysis 
Section [3.2] subjected the quantitative data from Questionnaire Part Two to simple 
hypothesis testing of the functional relationship between the degree of 'importance' 
and the degree of 'effectiveness' of the quality management practices under study. The 
responses to the closed questions in Questionnaire Part One, Three, Four, and Five, 
were also analysed using modal frequencies and the results represented in the form of 
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SPSS and Microsoft Excel pie charts, simple and multiple bar charts. The qualitative 
data from the responses to open-ended questions in the questionnaires and interview 
transcripts were analysed inductively using a simple system of codes to identify 
themes and the probable association between themes. The quantitative and qualitative 
analysis of the questionnaires led to the creation of a pool of critical success factors in 
Appendix C3; and the qualitative analysis of the interview transcripts created the pool 
of weak, good, and best quality management practices in Appendix C4. This set the 
stage for examination of the linkages between critical success factors and quality 
management practices later on in Chapter Four. 
3.2.3. Summary of Chapter Three and Link with Chapter Four 
This chapter presented both quantitative and qualitative empirical data derived from 
the responses to the questionnaires and textual material from the interview transcripts. 
The presentation was done thematically i. e. for all the five research themes using a 
combination of tables and narratives. Most of the quantitative data were in the form of 
likert scale responses relating to respondents' perceptions of the degrees of 
'importance' and 'effectiveness' of the quality management practices being evaluated. 
These scaled responses were expressed as numerical data or scores, which came 
mainly from Questionnaire Part Two. In addition, the 'yes', 'no', and 'do not know' 
responses were also categorised as quantitative data. The qualitative data came mainly 
from the textual material i. e. narratives or descriptive accounts representing either 
respondents' reasons for selecting a fixed answer to a closed question, or a descriptive 
answer to an open-ended question in both the questionnaires and interview transcripts. 
Some of the tables containing primary data were presented directly in the thesis write- 
up as samples to demonstrate this researcher's data presentation skills. Most of the 
'data' tables were however kept under appropriately labelled appendices at the end of 
the thesis. The main reason for doing so was because of the large volume of data 
contained in these tables. For much the same reason, the 'secondary data' contained in 
the documentary evidence of practice were not presented directly in the thesis write- 
up or in the appendices but kept in manual files for later retrieval and subsequent 
analysis. Table 3.25 below provides a summary of the test statistics from the 
evaluation of the quality management practices in Questionnaire Part Two. The 28 
practices have been conveniently categorised under 'nine' practice groups - based on 
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the EFQM 'enabler' and 'results' criteria. Using a two-tail t distribution, alpha value of 
a=0.05, with a critical value oft = 2.0211. The table also shows the r-value, r2-value 
and the magnitude of the deviation of the calculated t from the critical t in 
percentages. From Table 3.25 we can see that, a 'negative' percentage deviation 
suggests that, the null hypothesis (Ho: p= 0) that there is no linear relationship 
between the degree of 'importance' and the degree of 'effectiveness' of the quality 
management practice in question should be accepted. A 'positive' deviation means the 
null hypothesis should be rejected and the alternative hypothesis (Hi: p ;, - 0) that there 
is a positive or negative linear relationship should be accepted. 
Table 3.25 
Summarv of Test Statistics for Ouestionnaire Part. Two 
Source: Osseo-Asare Jr.. 2003 
t-critical = 2.0211; two-tail t distribution where a=0.05 
* ahsnlute values 
Number Practice Category 
_-T 
r-value r2-value t-calculated 
Percentage Deviation 
t-calculated - t-critical + t-critical x 100 
I Leadership 0.295 0.087 1.9526 -3.4 accept Ho: p=0 
2 Policy and Strategy - 0.853 0.728 10.3448* 412 reject Ho: p=0 
3 Staff management - 0.885 0.783 12.0162* 495 reject Ho: =0 
4 Resources and partnerships 0.691 0.477 6.0412 199 reject Ho: p=0 
5 Process management 0.927 0.859 15.6134 673 reject Ho: p=0 
6 Student results - 0.562 0.316 4.2979* 113 reject Ho: =0 
7 Staff results 0.054 0.003 0.3420 - 83 accept Ho: p=0 
8 Society result 0.851 0.724 10.2439 407 reject Ho: p=0 
9 Institutional result - 0.021 0.0004 0.1328* - 93 accept Ho: p=0 
The inductive analysis of the qualitative data from the responses to open-ended 
questions and reasons for choosing fixed alternative responses in the questionnaires 
led to the identification of themes. The association between the themes led to the 
identification of 64 CSFs listed under Appendix C3. This means the first of the three 
secondary research objectives has been achieved. Similarly, the inductive analysis of 
the qualitative data from the responses to open-ended interview questions led to the 
identification of themes relating to quality management practices - these were then 
categorised as 'weak', 'good', and 'best' in terms of the degrees of 'importance' and 
'effectiveness' listed under Appendix C4. Chapter Four examines the association 
between the CSFs in Appendix C3 and the pool of weak, good, and best practices in 
Appendix C4. This would form the basis for creating an inductively derived theory, 
which should lead to the development of an alternative model for academic quality 
management. 
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chapter I four 
DISCUSSION OF 
EMPIRICAL RESULTS 
Chapter Four discusses the results from quantitative and qualitative 
analysis of the empirical data presented in Chapter Three, with reference 
to the concepts and principles of strategic management, strategic 
marketing management, and strategic quality management. The 
discussions focus on the Pool of Critical Success Factors (CSFs) derived 
from the Questionnaires, and the Pool of 'weak', 'good', and 'best' 
practices emanating from the Semi-structured Interview Transcripts. 
Chapter Four comprises of two sections: Section [4.1 ] on the creation of 
conceptual frameworks for effective management of 'autonomy' criteria; 
and Section [4.2] on the creation of conceptual frameworks for effective 
management of 'accountability' criteria. The overall aim is to provide a 
forensic examination of the probable associations between CSFs and Best 
Practices in academic quality management, as basis for creating an 
inductive theory for developing an academic quality model in Chapter 
Five. 
"The best practice phenomenon is widely regarded as a corporate miracle and has 
become popular among practitioners of various disciplines " 
(Jarrar and Zairi, 2000a: 240) 
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44. 
Creating Conceptual Frameworks 
for Effective Management of 
'Autonomy' Criteria 
"Effective Leadership and Management are essential if Higher Education are to achieve the wide- 
ranging Objectives set for them by their many Stakeholders, notably the Governments which provide 
most of the Funding for Public Higher Education Institutions " (Bush, 2003: 17) 
hapter Four discusses the probable associations between the critical success 
factors (CSFs) and the quality management practices listed under Appendix C3 and 
C4 respectively, with reference to the concepts and principles of strategic 
management and to strategic quality management - also known as total quality 
management (TQM) - as espoused by several quality gurus including Garvin (1988), 
Kanji and Tambi (2002), and Oakland (2003). The 64 CSFs in Appendix C3 are 
related to the 28 EFQM Best Practices in Questionnaire Part Two. These 28 practices 
were pre-selected for evaluation to serve as reference standards for being regarded by 
expert opinion as `highly important' and `highly effective' in delivering significant 
improvements in quality and performance (British Quality Foundation, 2002; EFQM, 
2003a). The aim is to find out the extent to which respondents as managers and 
leaders of quality in their institutions agree that these 'standard' practices are indeed 
highly `important' and highly `effective' in bringing about significant improvement in 
the quality of teaching and research. 
There are two primary reasons for having a separate chapter for `discussion' of results 
and `interpretations of findings'. First, to acknowledge the works that have already 
being done by other researchers in Chapter Four; and second, to follow the 
acknowledgement with the researcher's own constructivist interpretations of findings 
in Chapter Five. This is in recognition of the fact that alternative reasons can be given 
for the apparent `perception gaps' between what Quality Managers actually do in 
practice on day-to-day basis and what they ought to be doing in theory as suggested 
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by the theories underpinning TQM and TQM-driven Excellence Models. This 
researcher's own reasons for these `perception gaps' will be given in the next chapter 
to underpin the creation of an inductive theory and the development of a model for 
sustaining academic quality improvement in UK higher education institutions. 
4.1.1. A Pyramid of Weak, Good, and Best Academic Practices? 
The empirical results suggest that, majority of UK and US interviewees recommend 
adoption of a systematic `ad-hoc' and `continuous' approach to identifying, 
evaluating, selecting, implementing and controlling best practices in higher education. 
This urgent need for a systematic approach to Best Practice Management, is 
confirmed by the findings of a global survey, undertaken by the European Centre for 
TQM in the UK, which aimed at identifying the critical success factors for effective 
internal transfer of best practices (Jarrar and Zairi, 2000a: 239-246). In an article 
based on the global survey findings Jarrar and Zairi (2000a: 239) made reference to 
the work of the American Productivity and Quality Centre (1997) and suggested that 
`best' practice is contextual and ought to be selected by a systematic process. They 
sort to demonstrate that a practice is `best' because it has led to the production of 
superior results. `Superior results', in the words of most UK and US interviewees in 
this research study, is synonymous to `world-class' or `best-in-class' institutional 
performance results. 
The works of O'Dell and Grayson (1997), American Productivity and Quality Centre 
(1998) Ashton (1998), Jarrar and Zairi (2000a; 2000b), suggest there is a distinction 
between `Good' and `Best Practices' - Good Practices are practices that have been 
implemented and yet to be proven to deliver superior results; Best Practices are Good 
Practices that have been proven to deliver superior results (Jarrar and Zairi, 
2000a: 239). The concept of a `Weak Practice' was only intuitively described as a 
`good idea', which has not yet been proven to have a positive impact on quality and 
performance. This research study takes this multi-layer description of practices further 
by actually defining `best', `good' and `weak' practices in terms of relative 
`importance' and relative `effectiveness' in delivering superior quality and 
performance results (see Figure 4.1 below). The empirical justification for doing so, 
can be found in earlier works by Blazey (1997) and later Zairi (2000a: 335) who 
adopted Blazey's (1997) approach to evaluate best practices in terns of the `degree of 
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importance' and `degree of effectiveness', and concluded that a best practice must be 
judged to be `highly important' and `highly effective'. 
Figure 4.1 below, provides a framework for distinguishing between `weak', `good' 
and `best' academic practices. The framework provides very narrow definitions of 
`best' and `good' academic practice as practices that must be `highly important - 
highly effective' and `highly important - moderately effective', respectively. The 
definition for a `weak' academic practice is rather broad. The strategic implications of 
these definitions for systematic identification selection and implementation of best 
practices for sustaining quality improvement will be examined in the next chapter. 
The answers to the question - what do we do with `weak' and `good' academic 
practices - will be address then. For the moment, it is enough to say that, the arrows in 
Figure 4.1, indicate that, it is possible and feasible to improve on `weak' and `good' 
practices by raising their levels of `importance' and `effective' in delivering superior 
results, to the levels of `best' practices. 
Figure 4.1 
Osseo-Asare's Pyramid of Academic Practices 
Source: Osseo-Asare Jr. 2003 
Highly 
Important - Highly 
Effective 
Practices are 
BEST 
PRACTICES 
Highly Important-Averagely Effective Practices 
are 
GOOD PRACTICES 
Highly Important- Less Effective Practices; Averagely Important- Highly Effective Practices; Less Important -Highly Effective 
Practices; Averagely Important- Averagely Effective Practices; Averagely important- Less Effective Practices; Less Important - Less 
Effective Practices are 
WEAK PRACTICES 
The following sub-sections will discuss the results from the Best Practice Evaluation 
in Questionnaire Part Two, under the five `enabler' and four `results' main criteria 
suggested by the EFQM Excellence Model shown in Figure 4.2 below. It is worth 
noting that the terms 'autonomy' and 'accountability' were frequently used by 
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interviewees to represent 'means' and 'ends' i. e. 'enablers' and 'results' in the EFQM 
terminology. It is hoped that by using the EFQM criteria as a reference standard, the 
inherent weaknesses and strengths of the model can be highlighted. 
Figure 4.2 
The Main EFOM Enabler and Results Criteria for Excellence 
Source: EFOM (2003a). British Foundation for Quality (2002) 
The `5' Enabler Criteria: 
(5) Leadership 
(6) Policy & Strategy 
(7) People Management 
(8) Partnership & Resources 
(9) Processes 
The `4' Results Criteria: 
(1) Customer Results; 
(2) Staff Results; 
(3) Society Results; 
(4) Key Performance Results 
4.1.2. Best Practices for Sustaining an Enabling Environment 
The extensive literature on Management, Strategic and Operational Management, 
Quality Management, Strategic Quality Management, and Total Quality Management 
suggest that, any manager responsible for quality in higher education may find 
himself or herself at one of three formal leadership positions shown in Figure 4.3 
below. These positions are `strategic', `tactical' or `operational' levels of management 
and leadership. Some writers including Thompson (2003) do not emphasis the 
`tactical level' and see it merely as the interface between `strategic' and `operational' 
levels. 
osseo-asare jr., a. C. (2004) chapter four 209 
Figure 4.3 
The Three Levels of Management and Leadership Position in a Formal Organisational Structure 
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A. Best Practices for Effective Managerial Leadership 
The literature on TQM over-emphasise leadership at the top or strategic level at the 
expense of operational quality management - this perhaps supports the empirical 
evidence that TQM is difficult to implement at the operational level (Dale, 1999; 
Kanji and Tambi, 2002: 85). The works of Parker (1994: 5), Mullins (1999: 233), and 
Thompson (2003) suggest that, a `quality manager' at any of these three formal 
leadership positions must do two things. First, as `managers' they ought to be 
`efficient' at `doing things right first time'; and second, as `leaders' they ought to be 
`effective' in `doing the right things'. It suggests that quality managers at all levels 
must learn to be both effective [do right things] and efficient [do things right] by 
`doing the right things right first time' - this confirms the cyclical relationship 
between effectiveness and efficiency. This cyclical relationship is the fundamental 
philosophical underpinnings of the empirical evaluation methodology used in this 
doctoral research study. The extent to which respondents' think they are `doing things 
right' is assessed in terms of the relative `importance' of a leadership practice; and the 
extent to which they think they are `doing the right things' is assessed in terms of 
relative effectiveness of the leadership practice under study. This clearly suggests that 
the evaluation criteria used in this study are a direct measure of efficiency and 
effectiveness of a quality management practice. 
According to Thompson (2003: 409) leaders `come in all shapes and sizes', which 
suggests that we should NOT expect all the 42 respondents in this research study to 
evaluate the 28 quality management practices, including the 4 leadership practices as 
`highly important' and `highly effective' and therefore as `best practices'. If the 
assertion that leaders `come in all shapes and sizes' is `true' then it explains in part the 
different leadership evaluation scores obtained by individual respondents. It also 
explains the erratic behaviour of the curve in Graph 4.1 below, which represents the 
total score for the four leadership practices for each of the 42 respondents. The overall 
result for leadership practices, reveals that, majority of respondents thought three out 
of the four Excellence Model Leadership Best Practices were `weak' leadership 
practices, with the exception of one, which was thought to be a `best' leadership 
practice. To facilitate understanding, the analysis of the evaluation results for these 
four practices, are briefly summarised below from a pessimist's point of view: 
0 Leadership Practice QN = 1: - Described by most respondents (71 %) as a BEST PRACTICE; 
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" Leadership Practice QN = 2: - Described by most respondents (74%) as a WEAK PRACTICE; 
" Leadership Practice QN = 3: - Described by many respondents (62%) as a WEAK PRACTICE; 
" Leadership Practice QN = 4: - Described by majority of respondents (83%) as a WEAK PRACTICE. 
The fact that the four leadership practices on the whole represent 'weak' practices is 
confirmed statistically by test statistics, which show the t-calculated value of 1.9526 is 
less than the t-critical of 2.0211. It suggests that, there is no linear relationship 
between the degree of 'importance' and the degree of 'effectiveness' of leadership 
practices. The expectation is that the alternative hypothesis that, there is a strong 
positive linear relationship between 'importance' and 'effectiveness' i. e. H1: p$0 
should be accepted, as a condition for a quality management practice to be categorised 
as a best practice. 
Graph 4.1 
Evaluation of Leadership Practices in UK Higher Education Institutions 
(Source: Based on Questionnaire Part Two - Questions: 1,2,3,4) 
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The actual results for all four practices represent `perception gaps' for which 
alternative strategies need to be generated, evaluated and successfully implemented in 
order to close the gaps. Chart 4.1 below, shows that a `perception gap' in this research 
study, may be created in three ways by: 
" Differences in the Actual Score for the relative 'importance' of a Practice; OR 
" Differences in the Actual Score for the relative 'efectiveness' of a Practice; OR 
" Difference in the Actual Scores for BOTH the relative 'importance' and 'effectiveness' of a Practice. 
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These `perception gaps' therefore represent gaps in `importance' i. e. `efficiency'; OR 
gaps in `effectiveness'; OR gaps in BOTH. It provides an empirical justification for 
suggesting that a `perception gap' is indeed a `quality gap'. It is important to 
recognise that these are `gaps' based on `perceptions' of individual respondents and 
therefore reflect what some writers describe as `probabilistic causality' rather than 
`deterministic causality'. The former represents a `qualitative' inductive assessment; 
and the later, a `quantitative' deductive measurement of the level of quality and 
performance. Positivists like Kanji and Tambi (2002: 109-147) used a quantitative 
deductive approach to assess quality in higher education leading to measurement of 
Performance Excellence Indices. 
Chart 4.1 
Representation of Perception Gaps as Gaps in Importance and Effectiveness of 
Leadership Practice 
(Source: Based on Questionnaire Part Two - Questions: 1,2,3,4) 
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This doctoral research thesis uses a qualitative inductive approach to assess academic 
quality, as a viable alternative measurement tool to Professor Gopal Kanji's Business 
Excellence Model (Kanji and Tarnbi, 2002) model, and the EFQM Excellence Model. 
The merits and demerits of the two approaches will be examined in more depth in the 
next chapter. However, one major difference between the two is in the Scoring 
Mechanisms; Kanji's Model only specifies `poor' and `excellent' scores (see Kanji 
and Tambi, 2002: 112). The EFQM Excellence Model provides a much wider category 
osseo-asare jr., a. e. (2004) chapter four 212 
discussion of empirical results 213 
of scores based on the combination of two factors: approach and deployment OR 
results and scope; and five levels of scores: 0%, 25%, 50%, 75%, or 100%. Whereas 
Kanji's Scoring Mechanism is too simplistic, the EFQM Mechanism is too broad and 
the boundaries between scores are not well defined - both scoring mechanisms show 
extensive overlaps (see Table 4.1 below). Table 4.1 also presents the Osseo-Asare's 
scoring mechanism which is based on the combination of two factors: IMPORTANCE 
and EFFECTIVENESS; and four predetermined levels of scores: WEAK [0-45%], 
GOOD [46-69%], BEST [70-79%], and EXCELLENT [80-100%]. Application of the 
scoring mechanism to the empirical data, suggest the levels are appropriate and 
informative. Confidence in the four levels was increased when the empirical results 
were mapped against them. However, fuller validation of the scoring mechanism will 
be undertaken as post-doctoral work. It is comparatively more difficult to categorise 
these practices using Kanji's and EFQM Models; because the former uses only two 
score levels: [0-75% = POOR] and [76-100% = EXCELLENT]. This overlaps under 
`Best Practice' and the later uses five score levels which overlap at each level under 
each practice category (see Table 4.1 below). 
Table 4.1 
Comparison of Scoring Mechanisms 
Source: Kanii and Tambi (2002: 112). EFOM (2003a). British Ouality Foundation (2002) 
0 Weak Practice' ** C', nn1 Prartire" *** Rret Prartirn" **** Pvrallnnt P'nrt; ra 
Category of Practices Osseo-Asare Model Kanji Business Excellence 
Model 
EFQM Excellence Model 
WEAK PRACTICE 0-45 Poor 0%; 25%; 50% 
GOOD PRACTICE $* 46 - 69 Poor 50%; 75% 
BEST PRACTICE "" 70 - 79 Poor; Excellent 75% 
EXCELLENT PRACTICE **** 80 - 100 Excellent 75%; 100% 
The overlaps under the EFQM Model is more extensive than those under Kanji's 
Model, which can be explained in part by the fact that the EFQM scoring mechanism 
is more subjective; whereas Kanji's - with its strong statistical foundation - is more 
objective. The intention is to position the scoring mechanism developed in this study 
between the two. So far we know that the `perception gap' comprises of the `gap in 
importance' plus the `gap in effectiveness' of a leadership practice. The scoring 
mechanism developed for this study i. e. the Osseo-Asare's model in Table 4.1 above, 
is applied to the `importance gap' and `effectiveness gap' - for each leadership 
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practice below. It gives us an idea of the extent to which management time, effort, and 
resources are needed to close the gaps (see Table 4.2A and 4.2B, below). 
Leadership Practice #1- [QN =1J 
Leadership Practice #1 - [QN = 1] - as briefly described below - relates to the extent 
to which respondents as Quality Managers, are personally and actively involved in 
developing the MISSION, VISION, VALUES, and PRINCIPLES of their respective 
institutions in the areas of Teaching, Learning, Scholarship and Research. 
Mission, Vision, Values, and Principles: 
[Leadership Practice #1, Questionnaire Part Two, Question #1, ON= 1] 
Chancellery, Deanery, and Heads of departments are personally and actively involved in making the Mission 
and Vision Statements of the Institution explicit, and in expanding these statements into a set of Values and 
Principles relating to Teaching, Learning, Scholarship and Research [Code: QN18]. 
Table 4.2 
Importance and Effectiveness Gaps for the Four Leadership Practices 
Source: Osseo-Asare (2003) 
" Weak Practice [0-45%]; "* Good Practice [46-69%]; "' Best Practice [70-79%]; *** * Excellence [80-100%] 
T Ih A) A- LMPORTANCR GAP 
Relative IMPORTANCE GAP 
Leadership Practices Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% Score - 70 = BPG [Score - 80 = EXG 
#1- N=1 79 +9 -1 
#2- QN=2 90 +20 +10 
#3- 31 1 48 "' -22 -32 
#4 - 41 1 17 -53 -63 
T. htP AYR - FFFFCT1VPNFSQ (7AP 
Relative EFFECTIVENESS GAP 
Leadership Practices Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% Score - 70 = BPG Score - 80 = EXG 
#1- N=1 71"" +1 -9 
#2 - [QN =2 26 * -44 -54 
#3 -N=3 38' -32 -52 
#4- 41 1 31 * -39 -49 
Table 4.2A above, shows that, the Relative Importance Score (RIS) of 79% for 
Leadership Practice #1 - [QN = 1], falls within the `Best Practice Score Range' (70- 
79). It is 9 points above the Lower-Limit of 70 points but 1 point below the Lower- 
Limit of the `Excellence Score Range' of 80 points or percent. A Best Practice Gap 
(BPG) in this study is determined by the difference between the Actual Evaluation 
Score and the Lower-Limit of the Best Practice Score Range. For instance, the BPG 
(Importance) for Leadership Practice #1 = 79% - 70% _+ 9% or +9 points. 
Similarly, an Excellent Practice Gap (EXG) is the difference between Actual 
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Evaluation Score and the Lower-Limit of the Excellence Score Range, for example, 
EXG (Importance) for Leadership Practice #1 = 79% - 80% = -1% or -1 point. The 
same logical inductive argument is applied to Table 4.2B above. It shows that, the 
Relative Effectiveness Score (RES) of 71% for Leadership Practice #1 - [QN = 1], 
has a Best Practice Gap (BPG) of `PLUS' 1% i. e. BPG (effectiveness) = 71% - 70% = 
+1%, just 1 extra point above the Lower-Limit of the Best Practice Score Range. 
Similarly, the Excellent Practice Gap (EXG) of `MINUS' 9% i. e. EXG (effectiveness) 
= 71% - 80% =- 9%, that is 9 point below the Lower-Limit of the Excellence Score 
Range. These findings have serious implications for continuous `efficiency' and 
`effectiveness' of Quality Managers in Leadership position; and for strategic quality 
management decision-making as a whole - these implications will be examined in 
detail in the next chapter on interpretation of findings. 
The fact that most respondents thought that the Leadership Practice #1 - [QN = 1] is a 
Best Practice, appears to suggest that, they were strategically aware of the relative 
importance and effectiveness of clarifying the relationship between Mission, Vision, 
Values and Principle. They were also aware of the need to take specific action in 
order to derive the maximum benefit from the relationship. A critical examination of 
the documentary evidence supplied by participating institutions identified key 
activities carried out as part of Leadership Practice #1, in the areas of Mission, 
Vision, Values and Principles relating to Academic Quality Management. From 
Figure 4.4 on page 223 we can see that: 
Mission Statements: - respondents #1 to #42 
Mission Statements are explicitly expressed in terms of Academic Excellence, and/or Academic 
Quality; 
Mission Statements explicitly express Academic Excellence and/or Quality in terms of Teaching 
and Research Excellence. 
Vision Statements: respondents #1 to #42 
" Vision Statements underpins the collective perceptions held by the Chancellery, Deanery and 
Heads of Departments about the Mission of the Institution; 
Vision Statements express Collective Perceptions in terms of national and international 
Performance Excellence. 
Values: respondents #1 to #42 
. Promoting Diversity and Equal Opportunity; 
Promoting Life-long learning, research, and scholarship. 
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Principles - respondents #1 to #42 
0 Continuous Improvement through Value for Money; 
" Preserving Academic Freedom and Institutional Autonomy. 
Most pre-1992 institutions like the University of Cambridge and Oxford have 
Research-centred Missions, whereas post-1992 institutions like the University of 
Derby, and Sheffield Hallam, have Teaching-centred Missions (Cambridge, 2003a; 
Oxford, 2003b; Derby, 2003a; Sheffield Hallam, 2003b). This is confirmed by the 
views of experts from the UK and the USA. 
"Deciding the right balance between Teaching and Research is difficult to achieve. There is the 
difficulty of funding allocations and of recruitment of academic staff willing to teach and research at 
the same time. This problem can only be resolved through effective leadership, to help decide the extent 
to which one mission area should be concentrated on at the expense of the other, and how to meet 
funding gaps resulting from missed opportunities in that area "(UK Interviewee #4). 
"Some academics and practitioners have strongly suggested that institutions should concentrate on 
what they do best rather than waste time and money trying to achieve both missions i. e. Teaching and 
Research simultaneously. Others have suggested that because Research enriches Teaching at least 
attempts ought to be made to achieve a balance between Teaching and Research in an integrated 
manner. I am in favour of the later "(US Interviewee #10). 
Inductive analysis of the views of UK and US interviewees - including the two above 
- suggests that, the Mission Statements of UK and US higher education institutions, 
still represent the overall purpose or `reason d'etre' of the institution. Even though 
best practices exist in this leadership area of `Missions', there is evidence that the 
right balance between Teaching and Research has been difficult to achieve when it 
comes to the issue of public funding allocations, and staff recruitment. 
Leadership Practice #2 - [QN = 21 
Leadership Practice #2 - [QN = 2] - as briefly described below - relates to the extent 
to which respondents as Quality Managers, are personally and actively involved in 
developing the internal and external COMMUNICATION INFRASTRUCTURE for 
effectively communicating quality improvement policy, strategy, objectives, and 
targets of their respective institutions. 
COMMUNICATION INFRASTRUCTURE: 
[Leadership Practice #2, Questionnaire Part Two, Question #2, QN = 2] 
Chancellery, Deanery, and Heads of Departments not very enthusiastic about personally and actively 
communicating quality improvement Policy, Strategy, Objectives and Targets emanating from Mission, 
Vision, values, and Principles (Code: QN191. 
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Table 4.2A above shows that, for the Leadership Practice #2 - [QN = 2] with a 
Relative Importance Score (RIS) of 90%, there is a corresponding Best Practice Gap 
(BPG) of +20; and a corresponding Excellence Practice Gap (EXG) of +10 point. 
Table 4.2B, shows that, the Relative Effectiveness Score (RES) of 26%, results in a 
corresponding Best Practice Gap (BPG) of `MINUS' 44% i. e. BPG (effectiveness) = 
26% - 70% _- 44%; and a corresponding Excellent Practice Gap (EXG) of `MINUS' 
54% i. e. EXG (effectiveness) = 26% - 80% =- 54%. The implications of these scores 
for strategic quality management decision-making will be explained in detail in the 
next chapter. 
The results show that most respondents thought that Leadership Practice #2 is a Weak 
Practice. This suggest that, even though respondents seem to have a clear 
understanding of the relationship between Mission, Vision, Values and Principle they 
have not taken appropriate specific actions to effectively communicate the quality 
improvement policy, strategy, objectives and targets to all staff down a formal 
hierarchical structure for quality management. For instance, the analysis of the 
responses to Questions #2, #4, #6, and #7 under Questionnaire Part One, reveals two 
things. First, that majority of respondents (79%) do not have a formal written Job 
Description in support of their Job Position. Second, majority (89%) confirmed they 
had successfully implemented formal structures for quality management. This is what 
an expert in the UK has to say: 
`Most UK higher education institutions have in place a state of the art integrated communication 
infrastructure; however, there appears to be a deliberate reluctance to use these infrastructure to 
communicate with staff as a consequence, quality improvement strategies are not effectively 
implemented. The main reason is that the idea that effective communication ought to be the 
responsibility for all staff is simply rhetorical and not practical. This is because the demands for 
academic freedom and autonomy encourages transfer of data or information on need to know basis in 
order to maintain the balance of power and therefore the status quo "(UK Interviewee #7). 
Inductive analysis of the interview transcripts - including the transcript of the 
interviewee above - and a critical examination of the documentary evidence supplied 
by participating institutions identified key activities relating to Leadership Practice #2 
that might not have been successfully implemented. From Figure 4.4 on page 223 we 
can see that: 
Internal Communication Infrastructure: - respondents #1 to #42 
. Communication infrastructure not continuously improved to reflect frequent changes in 
institutional structures brought about by widening funding gaps; 
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" Deployment of Quality Improvement Policy, Strategy, Objectives and Targets not Timely, because 
of rising Staff Turnover, stemming from dispute over pay and working conditions, rising 
workloads, lack of good career prospects; 
" ICT infrastructure for academic and administrative operations lack regular maintenance and 
improvement, because of teaching and research funding backlogs; 
. Weak Cross-departmental Networks for sharing and implementing Best Practices. 
External Communication Infrastructure: respondents #1 to #42 
0 Weak Cross-Institutional Networks for sharing Best Practices; 
" Web-sites poorly designed, and not regularly updated; 
" Weak systems for capturing feedback from students and other external stakeholders; 
" Lack of a dedicated Marketing Department to lead communication of institution's brand and 
reputation. 
The analysis of the responses to Question #5 under Questionnaire Part One, revealed 
that very few respondents (5%) said they were to a `large extent personally and 
actively involved' in efforts to improve quality at both the unit i. e. departmental level 
and institutional level. This apparent lack of enthusiasm - on the part of respondents 
as leaders - has been noted by most interviewees, as one of the reasons why quality 
improvement strategies are not effectively communicated; and as evidence of 
`management by misinformation' rather than `management by facts' suggested by 
Kanji and Tambi (2002). Two experts from the UK had this to say: 
"Quality Manager who are effective leaders, are not those who are informally chosen as leaders and 
imposed on staf. They are those who emerge naturally from the Academic Quality Improvement Team 
or Group, with many years experience, and through the demands of the situation or wishes of the Team 
and are then formally appointed or elected. Such leaders have the required dynamic form of behaviour 
to decide the teaching-research balance, and are able to influence staff positively by creating and 
sustaining a culture of excellence. This results in the achievement of quality improvement policies, 
strategies, objectives and targets, which meet the needs and expectations of students, the government 
and other stakeholders including staJJ"(UK Interviewee #10). 
"Not informing staff on what they ought to be doing to sustaining quality improvement is one way some 
keep themselves in power. It is evidence of internal politics and power play. The relevant information is 
usually available, but most managers release them on who wants to know basis. You need to appreciate 
the dynamics of human behaviour in order to communicate more effectively to influence staff 
positively "(UK Interviewee #9). 
Majority of interviewees in the UK, said that they performed `leadership role' when 
exercising authority as an attribute of their stated position in a formal hierarchical 
structure - as contained 
in their job descriptions. A UK interviewee had this to say: 
,, Most staff members do not see me as a 'leader' but as a 'manager' because my formal appointment 
has not been ratified in their hearts and minds, thus making the performance of my prescribed 
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leadership role less effective in yielding desired results. At best I'm only able to elicit mechanical 
behaviour resulting from a superior-subordinate relationship, which I feel is not sustainable because it 
is unreal" (UK Interviewee #5). 
The analysis of the responses to Question #1 and #3 in Questionnaire Part One 
revealed that, 53% respondents were either academics or administrators operating 
within a formal structure for quality management, under the formal job title of 
`Quality Manager'. About 69% respondents had `more than 5 years' job experience in 
academic quality. 
Leadership Practice #3 - [QN = 3] 
Leadership Practice #3 - as briefly described below - relates to the extent to which 
respondents as Quality Managers, are personally and actively involved in 
EMPOWERING and MOTIVATING their subordinate STAFF for effective 
LEADERSHIP in the implementation of quality improvement policy, strategy, 
objectives, and targets of their respective institutions. 
STAFF EMPOWERMENT, MOTIVATION AND LEADERSHIP 
[Leadership Practice #3, Questionnaire Pad Two, Question #, QN = 3] 
Deanery, Heads of Department and Programme Leaders personally and actively involved in empowering and 
motivating subordinate staff in order to achieve stated Teaching and Research Quality Improvement 
Objectives and Targets (Code: QN20J. 
Table 4.2A and 4.2B give the relative importance score (RIS) of 48%; a relative 
effectiveness score (RES) of 38% for Leadership Practice #3. In summary: 
" For RIS of 48%; BPG (Importance) =- 22%; and EXG (Importance) =- 32% 
. For RES of 38%; BPG (Effectiveness) _- 32%; and EXG (Effectiveness) =- 42%. 
The implications of these scores for strategic quality management decision-making 
will be explained in detail in the next chapter. Many respondents thought Leadership 
Practice #3 is a Weak Practice. This appears to suggest that, since appropriate actions 
have not been taken to effectively communicate the quality improvement policy, 
strategy, objectives and targets to academic and non-academic staff down the formal 
hierarchical structure for quality management; it has probably led to low levels of 
staff empowerment and motivation. A critical examination of the documentary 
evidence supplied by participating institutions identified key activities relating to 
Leadership Practice #3 that might not have been successfully implemented. 
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Staff Empowerment: - respondents #1 to #42 
" Lack of commitment from Deanery and Heads of department to provide full opportunities for 
Teaching and Research Staff to develop their professional skills, because of weak budgetary 
support; 
" Teaching and Research Staff not personally and actively involved in setting Teaching and 
Research Quality improvement targets for their areas of responsibility; 
" Over-centralised Staff Development Budgetary Systems; 
" Lack of leadership training schemes. 
Staff Motivation: respondents #1 to #42 
Staff Development Needs Not properly addressed; 
" Weak implementation of an Open two-way Communication System; 
Weak systems for capturing feedback from staffs; 
Weak systems for addressing welfare issues. 
Majority of interviewees attributed this weakness in practice to the leadership style 
adopted by most Quality Managers in UK HEIs, which requires managers to obtain 
improvement results by close `inspection' and `control' of the actual task carried out 
by their subordinates; rather than by motivation and empowerment. According to 
Gretton (1995), there is a move away from leaders who obtain improvement results by 
close `inspection' and `control' of the actual task carried out by sub-ordinate staff, 
towards leaders who obtain results by creating an enabling environment of coaching, 
support, motivation and empowerment of subordinates. There is empirical evidence in 
support of the fact that many UK HEIs - unlike their US counterparts - are slowing 
moving towards creating and sustaining a culture of excellence through staff 
empowerment (Kanji and Tambi, 2002). One UK expert said: 
"Because of the inspection-base regimes of the QAA formerly under the Subject-Reviews, the 
leadership style of most Quality Mangers in the UK are still based of `inspection' and `control' 
mentality ... not on creating and sustaining an environment 
for excellence through empowerment, 
motivation and support of staff UK HEIs - unlike their US counterparts - have been slow in responding 
to the move away from a leadership emphasis on obtaining results by close `inspection' and `control' 
towards getting results by sustaining a culture of empowerment "(UK Interviewee #11). 
The view expressed above by the UK expert is confirmed by the results of the 
analysis of responses to Question #11 under Questionnaire Part One, where majority 
(98%) of respondents held the view that, the UK's QAA Model represents an 
`inspection-based' approach to quality management. 
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Leadership Practice 94 - [QN = 4] 
Leadership Practice #4 - as briefly described below - relates to the extent to which 
respondents as Quality Managers, are personally and actively involved in 
SUPPORTING, ENCOURAGING, and REWARDING their subordinate STAFF in 
the successful implementation of quality improvement policy, strategy, objectives, 
and targets of their respective institutions. Table 4.2A and 4.2B above, gave the 
Relative Importance Score (RIS) and Relative Effectiveness Score (RES) of 
Leadership Practice #4 as 17% and 31% respectively. These scores correspond to: 
BPG (Importance) of - 53%; EXG (Importance) of - 63%; BPG (Effectiveness) of - 
39%; and EXG (Effectiveness) - 49%. The implications of these scores for strategic 
quality management decision-making will be explained in detail in the next chapter. 
STAFF SUPPORT, ENCOURAGEMENT AND REWARD: 
[Leadership Practice #4, Questionnaire Part Two, Question #4, ON = 4] 
Deanery, Heads of Department and Programme Leaders personally and actively involved in supporting and 
encouraging subordinate staff to cant' out their work in an environment which supports teaching and 
research excellence, in order to achieve stated Teaching and Research Quality Improvement Objectives and 
Targets (Code: QN21J. 
The fact that many respondents thought that the Leadership Practice #4 is another 
example of a Weak Practice, appears to suggest that, since appropriate actions have 
not been taken to empower and motivate staff; it has led to low levels of staff support 
and encouragement. In this doctoral research study any suggested linkage(s) between 
the four key leadership practices ought to be explained from the perspective of 
`probabilistic causality' rather than a `deterministic causality'. The former is based on 
probable associations between critical success factors and practices, which are 
constantly changing; and may form the basis for deterministic causality under the 
right set of conditions. A critical examination of the documentary evidence supplied 
by participating institutions identified key activities relating to Leadership Practice #4 
that might not have been successfully implemented. 
Staff Support: - respondents #1 to #42 
. Lack offunding to support Professional Development of Staff ; 
Weak ICT Support for Teaching and Research Staff, 
Weak Support for Staff Welfare Issues -Stress, Finances, Accommodation. 
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Staff Encouragement: respondents #1 to #42 
" Weak Strategies for Handling Staff -Student -Student Complaints about Teaching and Learning Styles; 
" Weak Strategies for Managing Staff Finance and other related welfare issues; 
" Weak encouragement for Team Effort rather than individualism. 
Staff Rewards: respondents #1 to #42 
. Declining Opportunities for Promotion to Senior Lectureships, Readership and Professorship; 
" Annual Staff Appraisals not effectively linked to Promotions and Improvement in Staff Finances, 
but rather increased responsibility and workload. 
These weak practices are confirmed by the response to Question #3 in Questionnaire 
Part Four, which revealed that majority (83%) of respondents see the link between 
`staff performance indicators' and `staff rewards' as less effective because they are 
not successfully implemented. Some interviewees argued that, the linkage only 
existed at the human resources policy level, but lacks formal leadership to maintain its 
continuous implementation. According to the literature, formal and informal 
leadership structures determine the nature and effectiveness of the leadership-staff 
relationship, which according to Bass (1960), is one in which intended behaviour and 
results bring about functional behaviour and achievement of team objectives. A UK 
expert made this comment: 
"The influence of some quality managers on staff stems from their ability to use their legitimate 
position, personal qualities, and expert knowledge to reward and sometimes exercise a reasonable 
level of coercion, in order to obtain intended staff behaviour and results. The link between 'support 
and encouragement of staff' and `sustainable quality improvement level' in UK HEIs is loosely 
coupled, because it is not well understood and unfortunately less researched -(UK Interviewee #12). 
The above comment supports the fact that Leadership Practice #4 is `weak', clearly 
suggesting that leadership-staff relationship is `weak' in most of the higher education 
institutions participating in this research study. 
In summary, the overall 'weakness' in leadership practices is confirmed statistically 
with t-calculated being less than the t-critical value, and r-value is near zero. Figure 
4.4 below, brings together the key leadership practices and critical success factors 
under a single framework to encourage Quality Managers to become strategically 
aware of the environment they work in. It is a framework, which suggests that quality 
in higher education is a complex issue requiring dynamic or transformational 
leadership style to deal effectively with the multiplicity of critical success factors in 
micro and macro environment in which institutions operate. 
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B. Best Practices for Effective Quality Improvement Policy and Strategy 
The literature suggest that `quality improvement policies' represent the set of rules 
and regulations or guidelines required to regulate the behaviour of staff and processes 
in an effort to successfully implement strategies for achieving stated quality 
improvement objectives and targets (Thompson, 2003: 1127; Oakland, 2003). The 
expectation is that `policy' will stem from `values and principles', which in turn will 
form the bases for formulating `strategy' - which represents the `means' for achieving 
stated objectives and targets (Richardson and Thompson, 1994). This association 
between `values', `principles', `policy', `strategy' `objectives' and `targets' is 
consistent with the view expressed by most interviewees, for example, a UK expert 
had said in the following statement: 
"Understanding the inter-relationship between 'mission, policy, 'strategy', 'objectives and `targets' 
is critical if efforts to improve academic quality are to be sustained. Implementation of 'policy' ensures 
that 'mission' is effectively translated into `strategies, which in turn are translated into SMART 
'objectives' and 'targets -(UK Interviewee #4). 
The above statement suggests that from strategic quality management perspective, 
one of the many `right things' that a `quality manager' as a `leader' ought to do in 
order to be `efficient' is to be personally and actively involved in formulating quality 
improvement policies, strategies, objectives and targets. This statement is consistent 
with Mullins' (1999) view on the process of policy and strategy formulation. It 
suggests that intimate linkages exist between `managers', `leaders', `policy' and 
`strategy'. This is what a TQM expert has to say: 
"The fact is in most UK Higher Education Institutions not most Quality Managers are simply involved 
in managing the process of quality assurance under the QAA Model. It is the QAA who decides the 
policy and strategy; the Deans of Schools may be involved in reshaping these policies, before turning 
them over to Quality Managers. The TQMHEXM developed by me at Leicester encourages increase 
involvement of Quality Managers in policy and strategy formulation, not just the implementation and 
control" (UK Interviewee #13). 
The view of the above interviewee suggests that the linkages identified earlier 
underpin the concept of TQM and TQM-driven Excellence Models. Graph 4.2 below, 
is a plot of the Evaluation Scores of 42 respondents for the three Policy and Strategy 
Practices; it appears to mimic the erratic pattern shown by Graph 4.1 above on 
Leadership Practices. This empirical evidence of similarity suggests a strong 
probabilistic or deterministic causality between `leadership practices' and practices 
relating to `policy and strategy'. Even though the literature strongly suggests there is a 
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causal relationship, most researchers do not seem to agree on is the nature of the 
causality - whether it is probabilistic or deterministic. The works of Kanji and Tambi 
(2002) suggest the relationship is a deterministic causality, however, EFQM and 
MBNQA scoring mechanisms, and the writings of Thompson (2003), seem to favour 
a probabilistic causality (EFQM, 2003a; MBNQA, 2003a). 
Graph 4.2 
Evaluation of Practices relating to Policy and Strategy in UK HEIs 
(Source: Based on Questionnaire Part Two - Questions: 5.6.7) 
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Chart 4.2 
Representation of Perception Gaps as Gaps in Importance and Effectiveness of 
Policy and Strategy Practices 
(Source: Based on Questionnaire Part Two - Questions: 5,6,7) 
62 
45 
Weak Policy & Strategy Weak Policy & Strategy Good Policy & Strategy 
Practice (ON = 5] Practice (ON = 6] Practice [QN = 7] 
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The overall results for three Policy and Strategy Practices reveal that, most 
respondents thought that two of the three practices were `weak' practices; and one 
was `good'. The evaluation results for these three practices are briefly summarised 
below from a pessimist's point of view: 
" Policy and Strategy Practice QN = 5: - Described by many respondents (69%) as a WEAK PRACTICE; 
" Policy and Strategy Practice QN = 6: - Described by majority of respondents (98%) as a WEAK PRACTICE; 
" Policy and Strategy Practice QN = 7: - Described by many respondents (62%) as a GOOD PRACTICE; 
The fact that the three policy and strategy practices on the whole represent 'weak' 
practices is confirmed statistically by the test statistics. Even though, t-calculated i. e. 
10.3448 is greater than the t-critical of 2.0211 - which suggests a linear relationship - 
the negative r-value indicates there is an inverse linear relationship between the 
degree of 'importance' and the degree of 'effectiveness' of policy and strategy 
practices. The expectation is for a strong positive linear relationship between 
'importance' and 'effectiveness', as a condition for a quality management practice to be 
categorised as a best practice. 
Chart 4.2 above, shows the `perception gaps' or `quality gaps' for all three practices 
for which appropriate strategies need to be successfully implemented in order to close 
the gaps. We shall now proceed to discuss the results for each of the three Policy and 
Strategy Practices. 
Policy and Strategy Practice #1 - [QN = 5] 
Policy and Strategy Practice #1 - [QN = 5] - as briefly described below - relates to 
the extent to which respondents as managers and leaders for quality - are personally 
and actively involved in developing quality improvement POLICY, STRATEGY, 
OBJECTIVES, and TARGETS for their respective institutions in the areas of 
Teaching and Research. 
Policy, Strategy, Objectives, Targets 
[Policy and Strategy Practice #1, Questionnaire Part Two, Question #5, QN = 51 
Quality Managers are not personally and actively working with Chancellery, Deanery and Heads of 
Departments to ensure quality improvement policy, strategy, objectives, and targets are based on the needs 
and expectations of Students, Government, Potential Employers, and other stakeholders [Code: QN22]. 
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Table 4.3 
Importance and Effectiveness Gaps for the Three Policy and Strategy Practices 
Source: Osseo-Asare (2003) 
' Weak Practice [0-45°x]; '" Good Practice [46.69%]; ' Best Practice [70-79%]; "" Excellence [80-100%] 
Table 4.3A - IMPORTANCE GAP 
Relative IMPORTANCE GAP 
Policy & Strategy 
Practices 
Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG [Score - 80 = EXG 
#1 -N=5 52 ** -18 -28 
#2- N=6 95 **** +25 +15 
#3- N=7 62** -8 -18 
Table 4311 - EFFECTIVENESS (; AP 
Relative EFFECTIVENESS GAP 
Policy & Strategy 
Practices 
Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG] Score - 80 = EXG 
#l - N=5 31 " -39 -49 
#2 - QN =6 2" -68 -78 
#3 - QN =7 45 " -25 -35 
Table 4.3A and 4.3B above also show the Relative Importance Scores (RISs), the 
Relative Effectiveness Scores (RESs), and the corresponding Best Practice (BPGs) 
and Excellence (EXGs) Gaps for each of the three Policy and Strategy Practices. How 
these vital statistics impact on quality improvement policy and strategy formulation 
and implementation will be examined in detail in the next chapter. 
The view held by many respondents (69%) that Policy and Strategy Practice #1 - is a 
`Weak Practice' in terms of being seen by respondents as `less effective'; is supported 
by a UK interviewee in the statement below: 
"In most UK Higher Education Institutions the job of a Quality Manager is additional to Teaching and 
involves what I will describe as paper quality management aimed not at delivering real quality 
improvement but ensuring that QAA and HEFCE demands are met. This so called managers - 
including me - are not involved in deciding policy and strategy but are intimately involved with policy 
and strategy implementation "(UK Interviewee #8). 
The fact that the above interviewee saw the job of a quality manager as additional to 
teaching, appears to suggest that, policy implementation may require the direct 
involvement of quality managers in the actual process of teaching. The extent to 
which this is beneficial in the long-term remains uncertain. Particularly in cases where 
the teacher himself or herself is the assessor of teaching quality or performance. A 
critical examination of the documentary evidence provided by respondents identified 
key activities carried out as part of Policy and Strategy Practice #1, which might not 
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have been effectively implemented, even though they were regarded as being 
important. From Figure 4.5 on page 232 we can see that: 
Policy: - reference #1 to #42 
" Policies NOT properly synthesised from Principles and Values held by managers, leaders and the 
institution. For example Policies on Teaching and Research Quality Improvement are not 
consistent with a declared Statement of Principle on Continuous Improvement. 
Policies on Teaching and Research Quality are NOT explicitly stated and/or explicitly based on 
well-defined Needs and Expectations of Students, Government, Teaching and Research Staff, and 
other Stakeholders. For example Results from Students and Staff Surveys are not effectively 
incorporated into improvement policies. 
Strategy: reference #1 to #42 
" Chancellery, Deanery, Heads of Department, Quality Managers, not able defend the levels of 
funding required to achieve expected improvement in Teaching and Research Quality; 
Inefficient allocation of funding and other resources for Teaching and Research, leading to a 
situation where intended Strategies are considered as Practice. 
Weak Staff Retention strategy resulting in increasing Staff Turnover and declining Staff -student 
ratios. 
Objectives and/or Targets - reference #1 to #42 
" Uncertainty about Funding Levels and therefore Staff Levels means improvement Objectives are 
reduced to broadly statements of intent, and declared percentage improvement in quality becomes 
irrelevant information; 
" There is serious doubt about the 'timelines' of the declared levels of quality improvement 
achieved. For example is the reported percentage improvement in teaching and research quality 
for a particular year not the cumulative results for the past three years? 
Policy and Strategy Practice #2 - [QN = 61 
Policy and Strategy Practice #2 - as briefly described below - relates to the extent to 
which respondents as managers and leaders - are personally and actively involved in 
developing quality improvement policy and strategy which encourage OWNERSHIP 
and sustain continuous IMPROVEMENTS in teaching and research PROCESSES. 
PROCESS OWNERSHIP AND IMPROVEMENT 
[Policy and Strategy Practice #2, Questionnaire Part Two, Question #6, QN = 6] 
Chancellery, Deanery, Heads of Departments, and Quality Managers are not able to encourage top down 
ownership of Processes to ensure quality improvement over a much longer period of time [Code: QN23]. 
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The analysis of the responses to Question #6 under Questionnaire Part Two suggests 
that, majority of respondents (98%) thought the policy and strategy practice relating 
to `efforts to strengthen process ownership by managers in leadership position, and by 
staff is a `Weak Practice'. In this example 'weak' is expressed in terms of the practice 
being `less effective' despite being considered `highly important'. The analysis 
revealed that very few respondents (2%) encouraged or were themselves encouraged 
by their superiors to own processes at both the unit i. e. departmental level and 
institutional level. This apparent lack of ownership of processes on the part of 
leadership at both the departmental and institutional levels has been noted by many 
interviewees, as the main reasons for lack of commitment from top management to 
the quality improvement process. An expert from the UK had this to say: 
`From my own observation, top management at the chancellery, deanery and heads of department, are 
not enthusiastic about owning processes, because that makes it obligatory on them to have to do all 
they possibly can to meet the resource requirements of that process. I must admit that in an 
environment of scarce resources, process ownership in the sense of efficient allocation of scarce 
funding resources is indeed very difficult. It has led to misunderstanding in many departments and 
schools "(UK Interviewee #14). 
The documentary evidence of practice provided by respondents and interviewees 
confirms the view held by majority of respondents (95%) that `process ownership' is 
highly important. This is supported by responses to Question #4 under Questionnaire 
Part One, which suggest there have been continuous effort to sustain this practice 
through formal top-down decision-making structures at the institutional level 
dedicated to implementing quality improvement policy and strategy. The possible 
reasons why these efforts seem not to have worked well could be found in the 
following activities, which might not have been carried out effectively. From Figure 
4.5 we can see that: 
Ownership of Processes: - reference #1 to #42 
Weak ownership because tasks, activities, and functions making up a PROCESS are not well 
defined and documented; resulting in staff at all levels of management and leadership not 
knowing the boundaries of responsibility, accountability and support; 
Job Descriptions show extensive overlaps in the actual work Teaching and Research Staff are 
expected to carry out resulting in duplication of effort waste of time and inefficient resource 
allocation; 
Job Specifications do not effectively match individual ability with the task that needs performing; 
and where a Teaching or Research Staff is giving a task because of the potential they have shown, 
there is not much support to go along with it. 
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Improvement of Processes: reference #1 to #42 
" Process Performance not accurately Measured; 
" Not many Teaching and Research Managers and Staff are directly involvement in setting 
Teaching and Research Quality Improvement Strategies, Objectives and Targets; this has 
weakened their commitment to process improvement; 
" Resource allocation for Process Improvement is not based on the concept of internal customers 
and suppliers, as a result there is lack of continuity in the flow of resources to managers and staff. 
Policy and Strategy Practice #3 - [QN = 7] 
Policy and Strategy Practice #3 - as briefly described below - relates to the extent to 
which respondents - are personally and actively involved in developing quality 
improvement policy and strategy which encourage the use of DATA, INFORMATION, 
INTELLIGENCE, and KNOWLEDGE to sustain continuous improvement in teaching 
and research quality. 
INFORMATION, INTELLIGENCE, KNOWLEDGE 
[Policy and Strategy Practice #3, Questionnaire Part Two, Question #7, QN = 7] 
Chancellery, Deanery, Heads of Department and Programme Leaders personally and actively involved in 
using relevant data and information gathered from the internal and external environment for decision-making 
[Code: QN241. 
Analysis of the responses to Question #7 under Questionnaire Part Two, revealed that 
a reasonable number of respondents (45%) thought Policy and Strategy Practice #3 is 
an example of a `Good Practice'. This fact is confirmed by many interviewees who 
suggested that, this practice could be improved by educating staff on the strategic 
importance of data, information, intelligence and knowledge, and its effectiveness in 
helping to sustain departmental and institutional competitive advantage. This is what 
one interviewee said: 
"There is evidence of management by misinformation, some decisions are not based on fact. To use 
today ,s terminology, instead of management by facts, we have management by spin. This in our case 
has led to more uncertainty among members of staff and sometime students " (UK Interviewee #15) 
The documentary evidence of practices provided by respondents and interviewees 
confirms the view held by many respondents (62%) that `data, information, 
intelligence, and knowledge' are strategically `highly important'. The main reasons 
why these efforts seem not to work well could be found in the following activities, 
which might not have been carried out effectively. From Figure 4.5 we can see that: 
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Data: - reference #1 to #42 
0 Inaccurate and irrelevant Data; 
0 Not well source and out of date. 
L: formation: reference #1 to #42 
Information overload resulting fr om weak policy regarding data collecting storage, retrieval, and 
management; 
" Increasing use of irrelevant information for Decision-making has led to management by 
misinformation rather than by facts. 
Intelligence: reference #1 to #42 
" Inability to reduce Staff Turnover, resulting in staff with the relevant skills taking up better offers 
in rival institutions; 
Lack of dedicated Marketing Departments separated from Business or Management Schools have 
led to weak Marketing Intelligence Systems, and weak Marketing Strategies for promoting 
institutional brand and reputation. 
Knowledge - reference #1 to #42 
" Approach to Managing Knowledge is based mainly on retrospective rather than on both 
retrospective and prospective data, information, and intelligence; 
" Not acting effectively on feedback from important sources such as Students, External Examiners, 
QAA, HEFCE and potential Employers; because of funding and staff retention problems. 
In summary, the overall 'weakness' in policy and strategy practices is confirmed 
statistically by the negative product-moment coefficient i. e. r=-0.853, even though 
the t-calculated value is greater than the t-critical value. This is because the linear 
relationship between the degree of 'importance' and the degree of 'effectiveness' is 
'negative' or 'inverse' compared with the expected 'positive' linear relationship for best 
practices. The fact that there is a linear relationship between 'importance' and 
'effectiveness' is therefore not enough the relationship has to be 'positive' in order to 
categorise a quality management practice as a best practice. Figure 4.5, below is an 
attempt to bring together the key policy and strategy practices, under a single 
framework for encourage Quality Managers to become strategically aware of the 
environment they work in. It is a framework, which suggests a complex situation 
requiring strengthening of the link between `managerial leadership' and `formulation 
and implementation of policy and strategy for quality improvement'. 
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C. Best Practices for Effective Staff Management 
The literature shows that Human Resource Management (HRM) is an integral part of 
strategic management concerned with the effective utilisation of all staff or personnel 
working within a higher education institution (Warner and Crosthwaite, 1995: 3; 
Thompson, 2003). The works of Powell (1995), and Oakland (2003), suggest that 
policies and strategies relating to staff and quality improvement ought to be aligned 
strategically. From strategic quality management perspective, both the `hard' and 
`soft' aspects of quality management ought to be integrated in order to maximise the 
benefits of synergies (Marchington and Wilkinson, 1996; Thompson, 2003). 
Graph 4.3 below, is a plot of the Evaluation Scores of 42 respondents for the three 
Staff Management Practices; it appears to mimic the erratic patterns shown by Graph 
4.1 and Graph 4.2 above on practices relating to `Leadership' and `Policy and 
\ Strategy'. This empirical evidence of similarities suggests a strong probabilistic or 
deterministic causality between `leadership', and `staff management' through `policy 
and strategy' - which appears to cement the bond between `leadership' and 
`subordinate staff. If this indeed is the case, then it is suggestive of the fact that a 
weak policy and strategy will tend to weaken the relationship between leaders and 
their subordinate staff, with serious implication for co-ordinating efforts to achieve 
expected quality improvement objectives and targets. 
Graph 4.3 
Evaluation of Staff Management Practices in UK HEIs 
(Source: Based on Questionnaire Part Two. Q stions: a4 10) 
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The overall results for the three Staff Management Practices reveal that, majority of 
respondents thought that all three practices were `weak' practices'. The evaluation 
results for these three practices are briefly summarised below from a pessimist's point 
of view: 
" Staff Management Practice QN = 8: -Described by majority of respondents (95%) as a WEAK PRACTICE; 
" StajJManagement Practice QN = 9: -Described by majority of respondents (93%) as a WEAK PRACTICE; 
" Staff Management Practice QN =10: -Described by majority of respondents (98%) as a WEAK PRACTICE. 
The fact that the three staff management practices on the whole represent 'weak' 
practices is confirmed by the test statistics. The t-calculated value of 12.0162 is 
greater than the t-critical of 2.0211 - suggesting there is a linear relationship between 
the degree of 'importance' and the degree of 'effectiveness' of staff management 
practices. However, the r-value is 'negative' indicating an inverse relationship. The 
expectation is that the linear relationship between 'importance' and 'effectiveness' 
ought to be 'positive' for the staff management practice to be categorised as a best 
practice. 
100 
Chart 4.3 
Representation of Perception Gaps as Gaps In Importance and Effectiveness of 
Staff Management Practices 
(Source: Based on Questionnaire Part Two - Qu tions" 8.9.10) 
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Chart 4.3 above, shows the `perception gaps' or `quality gaps' for all three practices 
for which appropriate strategies need to be successfully implemented in order to close 
the gaps. We shall now proceed to discuss the results for each of the three Staff 
Management Practices. 
Staff Management Practice #1- [QN = 8] 
Staff Management Practice #1 - [QN = 8] - as briefly described below - relates to the 
extent to which respondents as managers and leaders for quality - are personally and 
actively involved in developing quality improvement policy and strategy to match 
with actual levels of STAFF PERFORMACE, and not the levels of performance 
desirable. 
Staff Performance, Policy and Strategy 
[Staff Management Practice #1, Questionnaire Part Two, Question #8, QN = 81 
Chancellery, Deanery, Heads of department, and Quality Managers not personally and actively involved in 
the alignment of Quality Improvement Policy, Strategy, Objectives and Targets to the actual quality 
improvement tasks that individual Staff Perform [Code: QN25]. 
The analysis of the Question #8 in Questionnaire Part Two suggests that many 
respondents (95%) thought that the practice of alignment of policy and strategy to 
staff performance is a `Weak Practice' in terms of being `less effective'. The results 
show best practices exist in the area of `Staff Performance'. However, the responses 
to Questions #1, #2, and #3 in Questionnaire Part One, provide evidence to confirm 
that, some job positions are not within the formal structure for quality management. 
Also they are no job descriptions and specifications, and staff who are asked to 
perform in these positions do not have many years experience on the job. This is 
confirmed by the views of an expert in the UK. 
"The high staff turnover in some departments have had negative impact on our ability to maintain 
qualified staff in a job position for long. This is the common reason for not having staff with many 
years experience on the job. Academics with very little experience in the specific area of teaching and 
learning quality are doing the job of quality experts. Mind you, what this people bring into academia is 
their experience from a commercial environment - for me, that is not good enough. I have serious 
reservation about the suitability of commercial quality models in higher education. Administrators with 
no experience in academic work are now responsible for Academic Quality. The truth is what they 
actual do on day-to-day basis is paper work "(UK Interviewee #4) 
The above interviewee identified ' staff turnover ratios' as a critical success factor, 
which needs regular monitoring for two main reasons. First, the inability of individual 
osseo-asare jr., a. e. (2004) chapter four 235 
discussion of empirical results 236 
higher education institutions to retain staff on the same job for a long period of time 
before moving them to any job has serious implications for sustaining continuous 
quality improvement in teaching and research. Second, as the above interviewee 
suggests, the context in higher education is not the exactly the same the context 
provided by industry and commerce - raising questions about the suitability of 
commercially developed models and tools for quality assessment in higher education. 
Table 4.4A and 4.4B below show the Relative Importance Scores (RISS), the Relative 
Effectiveness Scores (RESs), and the corresponding Best Practice (BPGs) and 
Excellence (EXGs) Gaps for each of the three Staff Management Practices. How 
these vital statistics impact on staff management decisions for quality improvement 
will be examined in detail in the next chapter. 
Table 4.4 
Importance and Effectiveness Gaps for the Three Staff Management Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; "Good Practice [46-69%]; *** Best Practice [70-79%]; "w' Excellence [80-100%] 
N, Table 4.4A - IMPORTANCE GAP 
Relative IMPORTANCE GAP 
Policy & Strategy 
Practices 
Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG] [Score - 80 = EXG] 
#1-[QN=8] 62 "+ -8 -18 
#2-[QN-9] 64'" -6 -16 
#3 - [QN = 10] 86 "++ +16 +6 
Table 4.413 - EFFECTIVENESS GAP 
Relative EFFECTIVENESS GAP 
Policy & Strategy 
Practices 
Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap m EXG 
% [Score - 70 = BPG] [Score - 80 = EXG] 
#1 - [QN a 8] 5* -65 -75 
#2 - [QN = 9] 7* -63 -73 
#3 - [QN = 10] 2* -68 -78 
The view held by majority of respondents (95%) that Staff Management Practice #1 - 
is a `Weak Practice' in terms of being `less effective' in delivering significant 
improvement in teaching and research quality; is supported by a UK interviewee in 
the statement below: 
`It is a well known fact that the Staff Budgets is large, much of which is taken up in salaries to staff 
who do little to improve the quality of teaching and research. The association between `salaries' and 
'actual levels of quality improvement' is subjective and speculative; it is not based on fact. Perhaps 
because improvement policies and strategies are not effectively aligned to actual levels of staff 
performance "(UK Interviewee #7). 
As the above expert suggests, without enough funding, the deficit in the budget for 
staff salaries and other expenses will widen over a long period of time. The 
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implication for teaching and research quality improvement is that, a funding gap 
equates to teaching and research quality gaps - for the simple reason that, there will 
not be enough money to spend on quality improvement operations. The normal 
practice will be to cost reduction, which generally tends to impact on the quality of 
delivery in a service organisational setting. A critical examination of the documentary 
evidence provided by respondents identified key staff management activities linked to 
Staff Management Practice #1, which might not have been effectively implemented, 
even though they were regarded as being important. 
Policy and Strategy: - reference #1 to #42 
" Feedback from Students and Staff Surveys are not effectively incorporated into Teaching and 
Research Quality Improvement Policies and Strategies; 
" Funding and other resources required to achieve expected improvements in Teaching and 
Research Quality never materialise; 
" Absence of a deliberate Policy and Strategy to reduce Staff Turnover and maintain acceptable 
Staff student ratios. 
Performance: reference #1 to #42 
" Internal Performance Appraisal and Performance Management Systems are designed to enhance 
External Reporting and therefore the reputation of the institution as a whole, and not to address 
directly serious issues relating to the reasons why staff with high potential are not performing 
well; 
" Lack of regular maintenance and increased investment in teaching and research infrastructure is 
blamed on Funding Backlogs, which are linked to Teaching and Research Quality and Staff 
Performance Gaps. 
Staff Management Practice #2 - [QN = 9] 
Staff Management Practice #2 - as briefly described in the box below - relates to the 
extent to which respondents - are personally and actively involved in developing 
quality improvement policy and strategy which encourage STAFF EMPOWERMENT. 
It involves training and developing staff to assume LEADERSHIP in order to sustain 
continuous improvement efforts once they begin. The analysis of the responses to 
Question #4, and #9 under Questionnaire Part One and Two respectively, suggest that, 
majority of staff operate within formal structures at the institutional and departmental 
level. It also suggests that the practice of empowering staff through delegation of 
authority and training staff to become future leaders is encouraged to some extent. 
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STAFF EMPOWERMENT, LEADERSHIP 
[Staff Management Practice #2, Questionnaire Part Two, Question #9, Q= 9] 
Chancellery, Deanery, Heads of Departments, and Quality Managers not very enthusiastic about personally 
and actively involved in developing a succession plan and in training their subordinates to become future 
Quality Managers and Leaders (Code: QN261. 
The responses to Question #9 under Questionnaire Part Three, revealed that `staff 
empowerment and leadership' is a highly important measure of staff perception of 
institutional quality and performance. The views of some experts in the UK however 
suggest that, the practice of empowerment and leadership has not been successfully 
implemented in most UK HEIs -a view shared by an expert in the UK in the 
statement below: 
"Pre-1992 institutions like Oxford and Cambridge are better at maintaining low staff turnover, high 
staff morale and satisfaction, but for those of us in the post-1992 universities we simply do not have 
enough funds to sustain the long term interests of our staff. The strategy of not promising much may 
have led to staff dissatisfaction and high staff turnover "(UK Interviewee #6) 
The documentary evidence of practices provided by respondents and interviewees 
suggest that, these efforts seem not to have worked well because the following key 
activities might not have been carried out effectively. 
Empowerment: - reference #1 to #42 
" Lip-service is being paid to real staff involvement by not incorporating staff experiences, ideas 
and suggestions in the process of improving Teaching Quality Assessment and Research 
Assessment Exercises Scores. Some blame this situation on lack of funding and other teaching and 
research resources; 
" Little or no delegation of Authority and Responsibility to subordinate staff, as a result Teaching 
and Research Quality Improvement decisions are delayed or not made; 
" Decline in Job satisfaction has led to decline in Staff commitment to Teaching and Research 
Quality Improvement. This is partly blamed on the failure of the Chancellery, Deanery and Heads 
of Department to match their promises of staff involvement with action. 
Leadership - reference #1 to #42 
" Leadership Training and Development Schemes are selective and are not based on well-defined 
training gaps; 
" Absence of succession planning, because of top management desire to maintain the status quo. 
Staff' Management Practice #3 - [QN =10] 
Staff Management Practice #3 - as briefly described below - relates to the extent to 
which respondents as managers and leaders - are personally and actively involved in 
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the development of quality improvement policy and strategy, which encourage staff 
SUPPORT, MOTIVATION, and REWARDS. Some believe this will help sustain 
continuous improvement in teaching and research quality. The practice Quality 
Managers in leadership position, personally and actively involving themselves in 
providing support and motivating staff to achieve set quality improvement objectives 
is seen by majority of respondents (86%) as `highly important' but `less effective' - 
because it is not successfully implemented. 
STAFF SUPPORT, MOTIVATION, REWARDS 
[Staff Management Practice #3, Questionnaire Pad Two, Question #10, ON= 101 
Quality Managers and Programme Leaders personally and actively involved in empowering and motivating 
subordinate staff in order to achieve stated Teaching and Research Quality Improvement Objectives and 
Targets (Code: QN27J. 
This is a strategic error of judgement but not a surprising result. This is because, the 
analysis of the responses to Question #3 in Questionnaire Part Two shows that, 
majority of Quality Managers in leadership position were not enthusiastic about being 
personally and actively involved in `empowering' and `motivating' subordinate staff, 
even though they thought it was `important'. Majority of interviewees attributed this 
strategic error of judgement to the leadership style adopted by most Quality Managers 
and Programme or Subject Leaders in UK higher education institutions, which 
requires managers to obtain improvement results by close `inspection' and `control' 
of the actual task carried out by their subordinates. 
These results are confirmed by the analysis of the response to Question #11 under 
Questionnaire Part One, which indicates majority of respondents (98%) are still under 
the influence of Quality Assurance Agency (QAA) `inspection-based' regimes. A 
regime which some believe encourage leadership by close `inspection' of the actual 
task carried out by sub-ordinate staff, rather than leadership by coaching, support, 
motivation and- empowerment of subordinates. Majority of interviewees in the UK 
also confirmed that Staff Management Practice #3 is a `weak' practice. This is what 
one interviewee said: 
"It is not that strategist and policy makers do not know what to do, but it is more to do with how to 
manage and provide leadership in a situation where money is simply not available or insufficient to 
meet our short-term obligations " (UK Interviewee #15) 
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The documentary evidence of practices provided by respondents and interviewees 
identifies key activities, which might be the root causes of Staff Management Practice 
#3 being described as a weak practice. 
Support - reference #1 to # 42 
" Weak support from superiors and Team Members; which is partly blamed on the lack of inter- 
personal skills; 
" Irregular flow of funding and other resources to sustain teaching and research quality 
improvement activities. 
Motivation - reference #1 to #42 
" Teaching and Research in some institutions is increasing becoming a source of anxiety, resulting 
in low morale, affecting health and family relationships; 
" Increasing work-loads because of rising student numbers; staff-student ratio and staff turnover, 
has created a work environment which has become very stressful This is particularly the case for 
institutions who do not have a deliberate strategy to deal with the situation. 
Rewards - reference #1 to #42 
" Lack of recognition, and personal feeling of achievement. This is particularly the case in post- 
1992 institutions where research-active staffare increasing been asked to focus on Teaching and 
Administrative work rather on research and some teaching; 
Lack of Promotion in line with career objectives of Teaching and Research Staf. In some 
institutions, senior lecturers due for promotion to Readership and Professorship are told to wait 
because of budgetary constraints. 
In summary, the overall 'weakness' in staff management practices is confirmed 
statistically by the negative pearson product-moment correlation coefficient (r) value 
of r=-0.885. Even though the value of t-calculated i. e. 12.0162, clearly suggest that, 
there is a linear relationship between the degree of 'importance' and the degree of 
'effectiveness', the downside is that, the relationship is 'inverse' or 'negative' when it 
should have been a 'positive' one. This means the dual requirement of 'linear' and 
'positive' relationship between relative 'importance' and relative 'effectiveness' has not 
been satisfied simultaneously. 
Figure 4.6 below presents a framework for effective management of staff 
management best practices for academic quality improvement. It represents an 
attempt to bring together all the key staff management practices and critical success 
factors under a single framework, in order to encourage Quality Managers to become 
strategically aware of the human factor in educational management and leadership 
effort to sustain continuous improvement in Teaching and Research Quality. 
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D. Best Practices for Effective Management of Resources 
Financial and non-financial resources combine in different ways to secure the 
sovereignty and autonomy of a higher education institution (Barnes, 1999). The 
literature suggests that without an independent flow of such resources, publicly 
funded institutions will find it increasingly difficult to close the `funding gap', which 
in turn widens the `quality gap' (Williams, 1999; McNay, 1999). Graph 4.4 below, is 
a plot of the Evaluation Scores of 42 respondents for the three Resources and 
Partnership Practices; it appears to mimic the erratic patterns shown by Graph 4.1; 
Graph 4.2; and Graph 4.3 above on practices relating to `Leadership', `Policy and 
Strategy', and 'Staff Management'. This empirical evidence of similarities suggests a 
strong probabilistic or deterministic causality between `leadership', `staff 
management', and 'resources and partnerships' through `policy and strategy'. If this 
indeed is the case, then it is suggestive of the fact that a weak policy and strategy will 
tend to weaken the relationship between key quality management practices, with 
serious implication for sustaining quality improvement. 
Graph 4.4 
Evaluation of Resources and Partnerships Practices in UK HEIs 
(Source: Based on Questionnaire Part Two - Questions: 11,12,13) 
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Identity of Respondents [N=42] 
The overall results for the three Resources and Partnership Practices revealed that, 
majority of respondents thought that two out of the three practices were `weak 
practices', and one was a 'good practice'. The evaluation results for these three 
practices are briefly summarised below from a pessimist's point of view: 
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" Resources and Partnership Practice QN =11: -Described by majority of respondents (93%) as a WEAK PRACTICE; 
Resources and Partnerships Practice QN = 12: - Described by majority of respondents (86%) as a WEAK PRACTICE; 
" Resources and Partnerships Practice QN = 13: -Described by many of respondents (50%) as a GOOD PRACTICE. 
The fact that the three 'resource and partnership' practices on the whole represent 
'weak' practices is confirmed by the test statistics, which show that, the t-calculated 
value of 6.0412 is greater than the t-critical value of 2.0211 - suggesting the null 
hypothesis that there is no linear relationship should be rejected. With a positive r- 
value of +0.691, it confirms that, there is a positive linear relationship between the 
degree of 'importance' and the degree of 'effectiveness' of resource and partnership 
practices. However, the positive relationship is only 'moderately' strong - as expected 
for weak practices. The expectation for best practices however, is that, the r-value 
should be near +1 representing a very strong positive linear relationship. 
Chart 4.4 
Representation of Perception Gaps as Gaps In Importance and Effectiveness of 
Resources and Partnership Practices 
(Source: Based on Questionnaire Part Two - Questions: 11,12,13) 
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Chart 4.4 above, shows the `perception gaps' or `quality gaps' for all three practices 
for which appropriate strategies need to be successfully implemented in order to close 
the gaps. We shall now proceed to discuss the results for each of the three Resources 
and Partnership Practices. 
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Resources and Partnership Practice #1 - [QN =11] 
Resources and Partnership Practice #I - [QN = 11 ]- as briefly described below - 
relates to the extent to which respondents as managers and leaders for quality - are 
personally and actively involved in the acquisition and allocation of scarce resources 
for teaching and research quality improvement. The analysis of the responses to 
Question #11 in Questionnaire Part Two, suggests that, some respondents (55%) 
thought that the practice of CREATING and sustaining SYNERGIES is a `Weak 
Practice' in terms of being considered by some respondents as `moderately important' 
and `less effective'. This is confirmed by the views of an expert in the UK. 
"It is now in vogue to see institutions with similar missions teaming up to share common resources. 
This is made possible by the personal involvement of top-level leadership - usually on recommendation 
from lower level managers and programme leaders. In institutions where chancellors, Deans and 
Heads of department do not have many contacts within the Higher Education Industry and the Private 
sector, opportunities to diverse sources of funding and teaching and research resources are 
missed "(UK Interviewee #3). 
Creating and Sustaining Synergies 
[Resources and Partnership Practice #1, Questionnaire Part Two, Question #11, QN =11] 
Chancellery, Deanery, Heads of Departments, Quality Managers and Programme Leaders personally and 
actively involved in identifying areas of potential synergies, creating and sustaining synergies through cost- 
effective use of scarce resources (Code: QN28]. 
Table 4 
Importance and Effectiveness Gaps for the Three Resources and Partnership Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; ** Good Practice [46-69%]; *** Best Practice [70-79%]; **** Excellence [80-100%] 
T. h1P A SA - IMPORTANCE (AP 
Relative IMPORTANCE GAP 
Resources & 
Partnerships 
Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG Score - 80 = EXG 
#I - QN=11 55 -15 -25 
#2 - QN = 12 74 +4 -6 
#3- 131 1 76"** +6 -4 
Tahle 4 5R - EFFECTIVENESS GAP 
Relative EFFECTIVENESS GAP 
Resources & 
Partnerships 
Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG Score - 80 = EXG 
#1- QN=I1 7' -63 -73 
#2 - QN = 12 14 -56 -66 
#3 - QN = 131 1 50' -20 -30 
Table 4.5A and 4.5B above also show the Relative Importance Scores (RISs), the 
Relative Effectiveness Scores (RESs), and the corresponding Best Practice (BPGs) 
and Excellence (EXGs) Gaps for each of the three Resources and Partnership 
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Practices. How these vital statistics impact on staff management decisions for quality 
improvement will be examined in detail in the next chapter. 
Even though 'best practices' exist in this area of `synergies', there is evidence that 
leadership at the chancellery, deanery, and heads of departments do not often go out 
of their way to deliberately seek out areas for potential synergies and to create 
synergies where none existed. This is confirmed by the views of one expert in the 
UK. 
"All we want to do the job are enough resource. Almost very year we just do not get enough from 
funding allocations to achieved planned levels of improvement. So when we get the opportunity to 
receive more money, I guess we become a little greedy - all deans and heads of department want to do 
is to spend without any defined plan. This unfortunately has led in some cases to inefficient use of 
resources and/or misappropriation of funds. Sometime the moneys are not even used and are returned 
because they were not planned for "(UK Interviewee #3) 
From the view expressed by the above interviewee, we can see that, resource 
availability, allocation, and effective utilisation is a critical success factor in the effort 
to sustain teaching and resource quality improvement. An examination of the 
documentary evidence provided by respondents revealed key activities - outlined 
below - linked to Resources and Partnership Practice #1, which might not have been 
effectively implemented, even though they were regarded as being important. From 
Figure 4.7 on page 249 we can see that: 
Creating Synergies: - reference #1 to #42 
Even though there is recognition that funding and other teaching and research resources are 
scarce, only a hand full of institutions have in place deliberate strategies for creating synergies in 
areas common to teaching, learning, research and scholarship; and in academic, administrative 
and support-service areas; 
" Synergy is equated to Cost-cutting measures rather than Efficiency of Resource Allocation -a 
strategic error off udgement. 
Sustaining Synergies: - reference #1 to #42 
" Areas of synergies existing between Teaching and Learning; Learning and Scholarship; Teaching 
and Research; Research and Scholarship; and between academic and administrative; academic 
and support-services; and administrative and support-services are not fully exploited; resulting in 
missed opportunities and spiralling costs of bureaucracy; 
" Most academics and administrators lack the skill for effective management of interfaces between 
academic and administrative activities; teaching and research; and scholarship and research. 
Resources and Partnership Practice #2 - [QN = 12] 
Resources and Partnership Practice #2 - as briefly described below - relates to the 
extent to which, respondents are personally and actively involved in identifying 
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different SOURCES of FUNDING in order to sustain continuous flow of funding and 
other teaching and research resources for quality improvement. 
DIVERSIFICATION OF SOURCES OF FUNDING 
[Resources and Partnership Practice #2, Questionnaire Part Two, Question #12, QN =12] 
Chancellery, Deanery, and Heads of Departments, Heads of Department, and Programme Leaders 
personally and actively involved in identifying different sources of funding to help improve the quality of 
teaching and research (Code: QN291. 
The analysis of the responses to Question #12 in Questionnaire Part Two suggests 
that, most respondents (74%) thought that the practice of finding other sources of 
funding is an example of a `Weak Practice' in terms of being seen to be `highly 
important' yet `less effective'. The fact that only a few respondents (14%) said they 
were personally and actively involved' in efforts to find new sources of funding 
suggest that, the practice was not effectively implemented because of lack of top 
leadership involvement. The two statements below confirm this lack of involvement 
by top leadership in identifying new sources of funding: 
"I guess some in leadership position see fund raising as the sole responsibility of a Fund Raiser and 
not of the chancellery, deanery or head of department. In some ways this is right, but I think all 
managers in leadership position ought to help collect data, information, and intelligence, which will 
help identify potential sources of funding for specific projects. There after the work of going after the 
money, receiving it and allocating it must go to the Fund-raiser through the Finance Department for 
purposes of accountability "(UK Interviewee #8). 
"My responsibility under State Relations includes identifying very influential people with ideal money 
they wish to invest in order to have their names immortalised. It involves intelligence gathering about 
the where about of these people - in particular alumni members. So I can go with a `begging bowl' to 
collect something from them. The truth is, it is a delicate business requiring tact and sensitivity, but 
there is a lot of goodwill out there for further development of higher education "(JS Interviewee #3). 
The documentary evidence of practices provided by respondents and interviewees 
confirms that, majority of institutions (74%) see this practice as `highly important'. 
However, only a few institutions are actually actively involved in devoting more time 
and effort to diversifying their sources of funding, as a consequence, diversification 
strategies are not effectively implemented. The documentary evidence of practices 
provided by respondents and interviewees suggest that, these efforts seem not to have 
worked well because the following key activities - shown in Figure 4.7 below - might 
not have been carried out effectively: 
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Areas of Weakness Needing Funding: - reference #1 to #42 
" Lack of skill and facilities for teaching students with disabilities; 
" Inability to help students move from surface-learning to deep-learning; 
" Academic Staff inability to critiques publications as basis for improving Research Outputs; 
" Lack of regular maintenance and investment in Teaching and Research infrastructure; 
" Academic, Administration, and Support-service areas not effectively integrated. 
Sources of Funding: - reference #1 to 4 42 
" Collaboration with Further and other Higher Educational Institutions; Government Departments 
- including the QAA and HEFCE; and other local, regional, national and international Public 
Sector organisations; 
" Partnerships with local, regional, national, and international Private Sector Organisations in 
support of Masters, Doctoral and Post-doctoral Programmes and Professorships in applied 
research. 
Resources and Partnerships Practice #3 - [QN = 13] 
Resources and Partnerships Practice #3 - as briefly described below - relates to the 
extent to which respondents as managers and leaders - are personally and actively 
involved in the ACQUISITION, ALLOCATION, and UTILISATION of FUNDS in 
the specific areas of responsibility. Analysis of the responses to Question #13 in 
Questionnaire Part Two, revealed that although most respondents (76%) thought the 
Resources and Partnership Practice #3 is highly `important', it is only `moderately 
effective' in sustaining quality improvement, because not enough money is raised to 
support improvement efforts. This is an example of a `Good Practice' that needs to be 
improved in terms of its `effectiveness'. Majority of interviewees attributed this lack 
of `effectiveness' in not getting enough money to lack of a strategic quality planning, 
and inability of some Quality Managers to establish how the money will be use. 
ACQUISITION, ALLOCATION, UTILISATION OF FUNDS 
[Resources and Partnership Practice #3, Questionnaire Part Two, Question #13, ON= 13] 
Deanery, Heads of Department and Programme Leaders personally and actively involved in acquisition, 
allocation, and utilisation of funds to defined Budget Centres (Code: QN301. 
In addition, the responses to Questions #5 and #6 under Questionnaire Part Three, 
show that most academics and administrators are still uncertain about the long-term 
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benefits of entering into commercial ventures, and are also not able to accurately 
predict the strategic directly of government funding policy. One UK expert said: 
"Many managers tell you they need money, but are not able to link the money to any productive 
initiatives which bring about improvements in teaching and research. As a consequence they are not 
able to account for the money. Sometimes the moneys remain unused and have to be returned" (UK 
Interviewee #11) 
The view expressed above, is confirmed by analysis of the documentary evidence of 
practices provided by respondents and interviewees which identified key areas of 
activities, which might be the root causes of Resources and Partnership Practice #3 
being described as a'good practice'. From Figure 4.7 we can see that: 
Acquisition of Funds: - reference #1 to #42 
" Justification of Strategic Quality Improvement Plans based on Institutional and Departmental 
priorities, and realistic achievable goals and objectives relating to Teaching and Research; 
" Robust Defence of Long and Short-term Spending Plans relating to Teaching and Research; 
backed by realistic 3-5 year Cash Flow Forecasts. 
Allocation of Funds: - reference #1 to #42 
0 Rationalisation based on Teaching and Research priorities and Cost-Benefit Analysis; 
Implementation of an Open Bidding Process for Funds under explicit conditions - no hidden 
agenda. 
Utilisation of Funds: - reference #1 to #42 
" Budget Centres comprising of Cost Units, Revenue Units, Profit Units working as a Team to 
ensure accountability - not a one man Budget Centre; 
Activity-based Costing is most appropriate for costing Teaching and Research Quality 
Improvement Activities for effective management of Teaching and Research Overheads. 
In summary, the overall 'weakness' in resource and partnership practices is confirmed 
by the fact that, although there is a positive linear relationship between the degree of 
'importance' and the degree of 'effectiveness', it is only 'moderately' strong - the 
expectation for best practices is that, it should be 'very strong. Figure 4.7 below, 
highlights the key Resources and Partnerships Practices, and other critical success 
factors; in order to make quality managers strategically aware of the complex nature 
of the issues involved in ensuring continuous flow of resources to sustain continuous 
teaching and research quality improvement in their institutions. 
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E. Best Practices for Effective Process Management 
According to the literature on TQM, continuous improvement of processes over a 
long period of time provides the basis for the more short-term radical change and 
improvement suggested by the philosophy of Business Process Re-engineering (BPR) 
(Zairi, 1997; Harrington, 1998). Research by Kanji and Tambi (1999) on critical 
success factors suggests that, US higher education institutions rank `processes' second 
to `leadership'; UK higher education institutions however rank `leadership' second to 
`processes' - this is confirmed by Osseo-Asare and Longbottom (2002). Graph 4.5 
below, is a plot of the Evaluation Scores of 42 respondents for the three Processes 
Practices. It appears to mimic the erratic patterns shown by Graph 4.1; Graph 4.2; 
Graph 4.3; and Graph 4.4 above on practices relating to `Leadership', `Policy and 
Strategy', 'Staff Management', and `Resources and Partnerships'. This empirical 
evidence of similarities suggests a strong probabilistic or deterministic causality 
between `leadership', `staff management', 'resources and partnerships', and 
`processes' through `policy and strategy'. If this indeed is the case, then it is 
suggestive of the fact that a weak policy and strategy will tend to weaken the 
relationship between the key enabler criteria and associated quality management 
practices, with serious implication for sustainability of an institution's quality 
improvement efforts. 
Graph 4.5 
Evaluation of Processes Practices in UK HEls 
(Source: Based on Questionnaire Part Two - Questions: 14,15,16) 
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Identity of Respondents [N=42] 
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The overall results for the three Processes Practices revealed that, majority of 
respondents thought that all three practices were `weak practices'. The evaluation 
results for these three practices are briefly summarised below from a pessimist's point 
of view: 
" Processes Practice #1 - QN = 14: - Described by majority of respondents (90%) as a WEAK PRACTICE; 
" Processes Practice #2- QN = 15: -Described by majority of respondents (90%) as a WEAK PRACTICE; 
" Processes Practice #3 - QN = 16: - Described by many of respondents (89%) as a WEAK PRACTICE. 
The fact that the three process management practices on the whole represent 'weak' 
practices appears to contradict the test statistics. First, the t-calculated value of 
15.6134 is greater than the t-critical of 2.0211, which suggests there is a linear 
relationship between the degree of 'importance' and the degree of 'effectiveness'. 
Second, the r-value is positive, suggesting that, the linear relationship is positive. 
Third, the magnitude of the r-value i. e. +0.927 also suggest that, the positive linear 
relationship is very strong, as one would expect for best practices. However, Chart 4.5 
shows wide perception gaps between the degree of importance and the degree of 
effectiveness. 
Chart 4.5 
Representation of Perception Gaps as Gaps In Importance and Effectiveness of 
Processes Practices 
(Source: Based on Questionnaire Part Two - Questions: 14,15,16) 
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This apparent contradiction may be explained in three ways, first, the r2-value of 
0.859 tells us that about 86% of the variation in the degree of 'importance' is 
explained by variations in the degree of 'effectiveness' of practice. The 14% variation 
in the degree of 'importance' which remains unexplained might be the source of the 
contradiction. Second, the assumption that the degree of 'importance' and degree of 
'effectiveness' represent classic examples of dependent and independent variable may 
be fundamental false. Third, perhaps the null hypothesis that there is no linear 
relationship ought to be accepted. It also suggest that the test statistics alone perhaps 
does not account for the perception gaps in the degree of 'importance' and degree of 
'effectiveness', which supports the idea that a non-statistical or semi-statistical method 
of assessing the perception gaps is needed. This research study develops a semi- 
statistical method based on inductive analysis to deal with this problem. Chart 4.5 
above, shows the `perception gaps' or `quality gaps' for all three practices for which 
appropriate strategies need to be successfully implemented in order to close the gaps. 
We shall now proceed to discuss the results for each of the three Processes Practices. 
Processes Practice #1- [QN = 14] 
Processes Practice #1 - [QN = 14] - as briefly described below - relates to the extent 
to which respondents as managers and leaders for quality - are personally and actively 
involved in the MAINTENANCE of a FRAMEWORK of CORE PROCESSES, 
known to deliver superior students, government, institutional, and other stakeholders' 
results. The analysis of the responses to Question #14 in Questionnaire Part Two, 
suggests that, although majority of respondents (74%) thought that the practice of 
maintaining a framework of core processes is `highly important' the implementation 
of the practice has been `less effective' (see Table 4.6 below). This particular process 
management practice is therefore an example of a `weak practice' in terms of being 
`highly important' yet `less effective' in delivering significant improvement in 
teaching and research quality. 
Maintaining a Framework of Core Processes 
[Processes Practice #1, Questionnaire Part Two, Question #14, QN =141 
Chancellery, Deanery, Heads of Department, Quality Managers and Programme Leaders are personally and 
actively involved in the design of processes and in the creation and maintenance of a framework of core 
processes in order to achieve set quality improvement objectives and targets [Code: QN31]. 
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The results show there is a lack of effective implementation of Processes Practice #1. 
This has led some to suggest that, claims of improvements in the quality of teaching 
and research as shown by improved Teaching Quality Assessment (TQA) and 
Research Assessment Exercise (RAE) Results, were a direct result of `game-play' 
than the result of real process improvement. This view has also been expressed by at 
least two practitioners from pre-1992 and post-1992 UK higher education 
institutions. 
`Even though the work of the QAA and HEFCE are good intended, they have become too politicised 
and bureaucratic. A department can score 24/24 without real evidence of teaching quality 
improvement. It is clear `game play' is evident -call it lobbying to boost final scores in order to attract 
more student "(UK Interviewee #7). 
"We have leadership team committed to ownership and continuous improvement of teaching and 
research processes. An excellence feedback from Staff, Students, External Examiners is a measure of 
the extent to which our processes have improved. We always get 24/24 not because of game play but 
because of real process improvement achieved over many years of investment of time and money "(UK 
Interviewee #2). 
The views of the above two interviewees seem to suggest that, external stakeholders 
in particular the government through its agencies such as the QAA and HEFCE 
appear to want to go it alone when it comes to defining quality and developing an 
appropriate model for quality in higher education. This perhaps accounts in part for 
incidence of 'game-play by individual higher education institution, in an attempt as it 
where to please the government in order to gain the level of funding they urgently 
need. 
Table 4.6 
Imiortance and Effectiveness Gans for the Three Processes Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; ** Good Practice [46-69%]; *** Best Practice [70-79%]; **** Excellence [80-100%] 
T..,., e A1A_ TlkAPr RTANC'F nen 
Relative IMPORTA NCE GAP 
Processes Practices Importance Score Best Practice Gap = BPG Excellence Gap = EXG 
% [Score - 70 = BPG Score - 80 = EXG 
#1- QN=14 74' +4 -6 
#2- QN=15 67" -3 -13 
#3- QN=16 86"" +16 a6 
T. hlo d RR - FFFFCTNFNFSS CAP 
Relative EFFECTIVENESS GAP 
Processes Practices Effectiveness Score Best Practice Gap = BPG Excellence Gap = EXG 
% [Score - 70 =B PG [Score - 80 = EXG 
#1- QN=14 10* -60 -70 
#2- QN =15 10* -60 -70 
#3 - QN =16 11 " -59 -69 
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Table 4.6A and 4.6B above also show the Relative Importance Scores (RISs), the 
Relative Effectiveness Scores (RESs), and the corresponding Best Practice (BPGs) 
and Excellence (EXGs) Gaps for each of the three Resources and Partnership 
Practices. How these vital statistics impact on process management decisions for 
quality improvement will be examined in detail in the next chapter. 
Even though majority of respondents Processes Practice #1 as a `weak' practice, most 
UK interviewees acknowledge that 'best practices' exist in this area of `processes'. 
This is what an expert in the UK said in the statement below: 
"Even though we acknowledge the weaknesses inherent in the QAA Model, we have to give it some 
credit. The most important being that it has succeeded in focusing the minds of quality managers and 
leaders in higher education institutions on the criticality of process improvement in delivering student 
satisfaction "(UK Interviewee #16). 
The view expressed by the above interviewee is confirmed by examination of the 
documentary evidence of practice. These documents revealed key activities - outlined 
below - linked to Processes Practice #1, which might not have been effectively 
implemented, even though they were regarded as being important. From Figure 4.8 on 
page 258 we can see that: 
Identifying and Selecting Core Processes: - reference #1 to #42 
Few people understood the nature of tasks and activities making up a process, mainly because 
processes are not well documented to allow ineffective processes to be redesigned; 
" There is little or no systematic basis for identifying, evaluating and selecting tasks and activities 
with the required characteristic features to enhance process performance before key teaching and 
research processes are designed or redesigned. 
Maintaining the Framework of Core Processes: - reference #1 to #42 
" Difficulty holding the framework of core processes together for a long period, because of lack of 
regular monitoring of process performance, and feedback of results into the daily process control 
mechanism; 
Rising Staff Turnover means staff with the relevant skills for effective process management are 
not always going to be around to sustain initial process improvements achieved, without having to 
restart the improvement initiative all over again. 
Processes Practice #2 - [QN =15] 
Processes Practice #2 - as briefly described below - relates to the extent to which 
respondents are personally and actively involved in encouraging and sustaining 
PROCESS OWNERSHIP for continuous IMPROVEMENT in the quality of teaching 
and research. The analysis of the responses to Question #15 in Questionnaire Part 
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Two, suggests that, majority of respondents (90%) thought that the `practice of 
process ownership' is a `Weak Practice' in for not being `effectively' implemented 
despite its `importance' (see Table 4.6 above). The importance of `process ownership' 
suggests a linkage between `leadership' and `processes'; and has made some to 
question whether or not the two enabler-criteria should not be integrated. 
PROCESS OWNERSHIP FOR IMPROVEMENT 
[Processes Practice #2, Questionnaire Part Two, Question #15, QN =15] 
Chancellery, Deanery, Heads of Departments, Qualify Managers, Programme Leaders and Staff carrying out 
improvement activities are not very enthusiastic about personally and actively been accountable for specific 
processes to ensure process improvement objectives and targets are achieved [Code: QN32]. 
The analysis of the responses to Question #4 under Questionnaire Part Five revealed 
that a majority of respondents (60%) thought that `leadership' and `processes' are 
more effective when integrated into one factor, rather than managed separately. This 
view is eloquently expressed in the statement below, made by an interviewee in the 
UK: 
"My reason for suggesting an integration of `leadership' and `processes' is that in my institutions it 
has helped to identify areas of synergy and encouraged process ownership for sustained improvement. 
In the past we placed too much emphasis on processes' than on `leadership' following years of 
implementing QAA and HEFCE `process-centred' Models" (UK Interviewee #8) 
Some interviewees disagree with the above view arguing that, integration if not well 
managed has the potential of creating conflict of interest in a work environment. Most 
academics would like to protect their intellectual freedom by working with minimal 
interference. The documentary evidence of practices provided by respondents and 
interviewees confirms that although many respondents (67%) see Processes Practice 
#2 as `highly important', some key activities relating to the practice - as outlined 
below - might not to have been effectively implemented. From Figure 4.8 we can see 
that: 
Job Descriptions: - reference #1 to #42 
Job Descriptions do not specifically assign particular task or activity to one individual but to a 
team, making it difficult to know who exactly is doing what in a group situation; 
. Weak Team leadership, resulting in task not properly matched with individual abilities and skills. 
Recognition and Rewards: - reference #1 to #42 
" Lack of recognition for task well completed, because the link between `task completion' and 
'rewards' is only rhetorical - no such link has been established or is deemed necessary for a 
variety of reasons, of which budgetary constraints is the most popular; 
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" Staff Perception that, their immediate superior, examples: Team Leaders, Heads of Department 
or the Dean of School are simply not capable of rewarding them through pay rises, promotions or 
improving their working conditions. 
Processes Practice #3 - [QN = 161 
Processes Practice #3 - as briefly described below - relates to the extent to which 
respondents as managers and leaders - are personally and actively involved in the 
helping to SUSTAIN, CONTINUOUS PROCESS IMPROVEMENT in their specific 
areas of responsibility. 
SUSTAINING CONTINUOUS PROCESS IMPROVEMENT 
[Processes Practice #3, Questionnaire Part Two, Question #16, QN =16] 
Chancellery, Deanery, Heads of Department, Programme Leaders, and other staff personally and actively 
involved in ensuring continuous supply of financial and non-financial resources in order to sustain Process 
Improvement [Code: QN33]. 
Analysis of the responses to Question #16 in Questionnaire Part Two, suggests that, 
majority of respondents (86%) thought the practice of sustaining continuous process 
involvement' was `highly important'. However, it was not `effectively' implemented 
in order to achieve expected quality improvement in teaching and in research; and 
therefore an example of `Weak Practice', which may have to be abandoned or 
improved upon. 
Majority of interviewees attributed the `weakness' in Processes Practice #3 to the lack 
of leadership commitment to maintain regular supply of input resources to help 
sustain process improvement. One UK expert said: 
"To be fair to chancellors, deans and heads of departments, I think their lack of commitment to 
maintain regular supply of input resources stems from the fact that in many instances the resources are 
simply not available. Scarce resources have to be optimised, which means they are not able to make 
funds available to all quality improvement initiative" (UK Interviewee #11) 
Majority of interviewees - including the one above - believe that lack of resources 
epitomes an institution in crisis, requiring transformational leadership. This need for 
strong leadership is confirmed by the analysis of the responses to Question #5 under 
Questionnaire Part Five, which suggests that a `leadership' based on formal rigid 
hierarchical structures for quality management in higher education is required. Others 
however suggest a `leadership' based on less formal flexible structures, that responds 
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quickly to changes in the external environments. The documentary evidence of 
practices provided by respondents and interviewees identifies key activities, which 
might be the root causes of Processes Practice #3 being described as a 'weak practice'. 
From Figure 4.8 we can see that: 
Continuity ofIn provements: - reference #1 to #42 
" Frequent restructuring resulting infrequent changes in Leadership and Policy and Strategy at all 
levels of the management; 
Wrong timing of decisions to discontinue a Programme or an improvement initiative because of 
continuous lose of teaching and research revenue. 
Sustainability of Continuity: - reference #1 to #42 
" Lack of Commitment from the Chancellery, Deanery, and Heads of Departments to Continuous 
Funding of Programmes or improvement initiatives, through regular maintenance and increased 
investment in teaching and research infrastructure; 
" Rising Budgetary Deficits due to mismanagement of budgetary allocations. This has resulted in 
departments having idle cash and no viable projects to spend on, and others with viable projects 
with no cash - either because the mechanism for effecting cash transfers is triggered at the 
beginning of a new financial year; or the deans and heads of two departments do not see eye to 
eye, resulting in delayed in getting the transfer off the ground. 
In summary, the overall 'weakness' in process management practices identified by 
differences in the perception gaps appears to contradict the test statistics which 
suggest there is a strong linear relationship between the degree of importance and the 
degree of effectiveness. This apparent contradiction has been explained in terms of 
the fact that: 
0 14% of the variation in the degree of importance is not explained by the predictive model; 
The degree of importance and degree of effectiveness perhaps do not represent dependent- 
independent variables; 
The assumption of linearity i. e. strong positive correlation between degree of importance and the 
degree of effectiveness is fundamentally false. 
Figure 4.8 below provides a framework for effective management of core teaching 
and research processes. It represents an attempt to bring together all the key process 
management practices and CSFs under a single framework. It is hoped that, this will 
encourage both academics and practitioners to become strategically aware of the need 
to improve core processes, which are known to deliver superior levels of satisfaction 
and delight for students, the government, potential employers, the higher education 
institution itself, and other internal and external stakeholders. 
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Summary of the Conceptual Frameworks for Effective Management of Autonomy' 
Criteria 
Section [4.1] discussed the empirical results by focussing on the association between: 
" 40 out of 64 critical success factors in the Pool of CSFs under Appendix C3; 
" Weak, Good, and Best Practices in the Pool of Practices in Appendix C4; 
" CSFs and Best Practices i. e. between Appendices C3 and C4; 
" The degree of 'importance' and the degree of 'effectiveness' of each of the 28 
quality management practices in Questionnaire Part Two. 
The identification of associations between CSFs and best practices led to: 
" The development of the Osseo-Asare Scoring Mechanism as an alternative to the 
EFQM and Kanji's Scoring Mechanisms; which provides an explicit definition of 
weak, good, best, and excellent practices in terms of the relative importance and 
relative effectiveness of a quality management practice. 
" The introduction of the notion of Best Practice Gaps (BPGs) as a strategic 
decision-making concept for measuring perception gaps in terms of relative 
importance and relative effectiveness, and for generating alternative strategies for 
closing perception gaps - this is explained in detail under Chapter Five. 
" The development of 'five' frameworks for effective management of the following 
five 'enabler' criteria: (1) leadership; (2) policy and strategy; (3) staff 
management; (4) resources and partnership; and (5) processes. Each framework 
comprises of secondary CSFs and the best practices associated with them. 
" The five 'enabler' criteria being re-categorised as 'autonomy' criteria because 
they were found to be synonymous with institutional ability to sustain autonomy 
and intellectual freedom. 
The above developments suggest that, it is possible and feasible to develop an 
approach to quality improvement based on a systematic transformation of 'weak' 
practices to 'good', 'best', and 'excellent' practices by improving on the degrees of 
'importance' and 'effectiveness' of practices. Finally, even though overall the test 
statistics suggest there a linear relationship between the degrees of 'importance' and 
'effectiveness' of the enabler practices what remains uncertain is whether or not the 
relationship is linear or curvilinear. Further research of a quantitative nature would be 
required to establish the exact nature of the relationship. For instance the t statistics 
for leadership practices suggest there is no linear relationship even though the 
perception gap is very narrow and the product-moment coefficient (r) is positive. 
Section [4.2] examines the 'results' criteria. 
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'o2 
Creating Conceptual Frameworks 
for Effective Management of 
'Accountability' Criteria 
"In a higher education system that cater for mass participation, prospective students, parents and 
employers all need clear information about courses and qualifications... Institutions also need to have a 
clear understanding of the criteria against which they will be judged in reviews. " (QAA, 2001: 5) 
his sectioii covers the four 'results' criteria: (1) customers or students; (2) 
people or staff; (3) society; and (4) institutional performance results. The five 'enabler' 
criteria have already been dealt with under Section [4.1]. Kanji and Tambi (1999) saw 
the increased customer focus in UK higher education institutions as a move closer to 
implementation of Total Quality Management (TQM) principles. However, others 
including Morley (2001) saw it as evidence of government regulation through 
increased inspection-based external quality assessment. Graph 4.6 below presents, the 
total scores for 12 practices relating to the four 'results' criteria. 
Grpah 4.6 
Evaluation of Results Practices in UK Higher Education Institutions 
(Source: Based on Questionnaire Part Two -Questions: 17 - 28) 
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4.2.1. Best Practices for Sustaining Stakeholders' Results 
The interesting similarity between the plots in Graph 4.6 and those of the five 'enabler' 
criteria is that they all exhibit the same erratic behaviour, which suggests a number of 
things: first, it probably confirms the causal relationship between `enablers' and 
`results'. Second, it confirms the appropriateness of treating students, staff, society, 
and the institution itself as key stakeholders. Third, the fact that the erratic pattern in 
Graph 4.6 is almost synchronised, places emphasis on the importance of seeking to 
know and meet the needs and expectations of stakeholders as explained below. 
A. Best Practices for Effective Management of Students Results 
The power of students as customers has risen since the 1980s following expansion in 
student population in line with the Government's agenda of widening participation 
(DfES, 2003). This however, has serious consequence for sustaining the quality of 
teaching and research -a point eloquently put cross by a UK interviewee in the 
statement below: 
"One of the direct consequences of expansion in student numbers is the fall in staff-student ratios from 
just over 1: 10 in 1983 to about 1.20 in 2002. These days, students are writing fewer assignments and 
are having fewer face-to-face contacts with their lecturers and supervisors. There is no doubt in my 
mind that this has serious implication on students learning processes - deep and surface learning 
processes - and therefore institutional efforts to sustain quality improvement (UK Interviewee #4). 
Chart 4.6 below shows the overall results for the 3 Students Results Practices, which 
reveals that, majority of respondents thought that all 3 represent `weak practices'. 
Chart 4.6 
Representation of Perception Gaps as Gaps In Importance and Effectiveness of 
Students Results Practices 
(Source: Based on Questionnaire Part Two - Questions: 17,18,19) 
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The evaluation results for the three Students Results Practices are briefly summarised 
below from a pessimist's point of view: 
0 Students Results Practice #1 - QN = 17: - Described by majority of respondents (80%) as a WEAK PRACTICE; 
0 Students Results Practice #2 - QN = 18: - Described by most respondents (70%) as a WEAK PRACTICE; 
0 Students' Results Practice #3 - QN = 19: - Described by majority of respondents (90%) as a WEAK PRACTICE. 
The fact that the three students' results practices on the whole represent 'weak' 
practices is confirmed by test statistics, which show an inverse linear relationship 
between the degree of 'importance' and the degree of 'effectiveness' of students' results 
practices. The expectation is for a strong positive linear relationship between 
'importance' and 'effectiveness'; instead we have a t-calculated value of 4.2979 and r- 
value of - 0.562 indicating a moderately strong negative linear relationship. 
Chart 4.6 above, shows the `perception gaps' or `quality gaps' for all three practices 
for which appropriate strategies need to be successfully implemented in order to close 
the gaps. We shall now proceed to discuss the results for each of the three Students 
Results Practices. 
Students Results Practice #1- [QN = 17] 
Processes Practice #1 - [QN = 17] - as briefly described below - relates to the extent 
to which respondents as managers and leaders for quality - are personally and actively 
involved in the MONITORING and ADDRESSING STUDENTS' COMPLAINTS. 
MONITORING AND ADDRESSING STUDENTS' COMPLIANTS 
[Students Results Practice #1, Questionnaire Part Two, Question #17, QN =17] 
Chancellery, Deanery, Heads of Department, Quality Managers and Programme Leaders are personally and 
actively involved in monitoring and addressing students' complaints in order to sustain improvement in the 
level of student satisfaction [Code: QN34]. 
The analysis of the responses to Question #17 in Questionnaire Part Two suggests 
that, although majority of respondents (79%) thought that the practice of monitoring 
and addressing students' complaints is `highly important' the implementation of the 
practice has been `less effective' (see Table 4.7 below). Table 4.7A and 4.7B below 
also show the Relative Importance Scores (RISs), the Relative Effectiveness Scores 
(RESs), and the corresponding Best Practice (BPGs) and Excellence (EXGs) Gaps for 
each of the three Students Results Practices. How these vital statistics impact on 
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process management decisions for quality improvement will be examined in detail in 
the next chapter. 
Table 4.7 
Importance and Effectiveness Gans for the Three Students Results Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; "" Good Practice [46-69%]; "' Best Practice [70-79%]; "'"' Excellence [80-100%] 
Table 4.7A - IMPORTANCE GAP 
Relative IMPORTANCE GAP 
Students Results Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% Score - 70 = BPG Score - 80 = EXG 
#1- N=17 79*** +9 -1 
#2 - QN = 18 24 * -46 -56 
#3 - QN = 19 55 ** -15 -25 
Table 4.711- EFFECTIVENESS GAP 
Relative EFFECTIVENESS GAP 
Students Results Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG] [Score - 80 = EXG 
#1 -N= 17 20 * -50 -60 
#2 -N= 18] 30 * -40 -50 
#3 -N= 191 1 10* -60 -70 
The recognition that managing customer complaints is highly important for achieving 
students satisfaction, retention and loyalty is confirmed by Zairi (2000a: 331) who 
stated that: 
"Managing quality and customer complaints are essential for achieving customer satisfaction, 
retention and loyalty. Organisations need to develop a culture for excellence which encourages 
continuous improvement of quality and is not averse to handling customer complaints" (Zairi, 
2000a: 331) 
Students Results Practice #1 is therefore an example of a `Weak Practice' in terms of 
being `highly important' yet `less effective' in delivering continuous improvement of 
teaching and research quality. Inductive analysis of the interview transcripts suggests 
that, majority of interviewees in the UK and USA agreed `students' are `customers' in 
higher education. This is not simply in terms of students being `consumers' of 
services or `ability to pay for the services, but also in terms of a specific system of 
interest, which relates to how institutions meet their short-term financial obligations. 
This is what a UK interviewee said: 
"We need cash to meet our short-term obligations, which includes bills, and paying contract lecturers. 
Everyone knows that 'overseas' or international students pay more and usual do so prior to 
commencement of their studies. Home students who are sponsored by reputable organisations also pay 
promptly - even though the fees are lower compared with those of overseas students. Our finance 
department does not release moneys it does not have. Financial certainty is critical in this business of 
higher education, without which all our dreams of continuous improvement falls apart. We therefore 
focus more on meeting the needs and expectations of students who have paid the full fees prior to 
enrolment followed by those with a high probability of paying (UK Interviewee #8) 
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Even though the works of Kanji and Tambi (1999,2002) correctly suggested that 
there is now increased customer focus in UK higher education institutions, the 
empirical evidence provided by this doctoral research study suggest that quality 
management practices for handling students complaints, appeals and offences have 
not been effectively implemented. Table 4.7 shows the perception gaps resulting 
from gaps in relative importance and effectiveness for Students Results Practice #1, 
#2, and #3, as discussed in this sub-section. Even though majority of respondents 
(80%) thought Students Results Practice #1 is an example of a `weak' practice, most 
UK interviewees acknowledge that 'best practices' exist in this area of `customer 
results'. This is what an expert in the UK said in the statement below: 
"Many UK institutions now have in place clear regulations for handling students complaints, including 
appeals, and offences - currently available on web-sites and on CD-ROMS for students. It is now a 
question of how effectively these regulations are applied to test cases "(UK Interviewee #6). 
An examination of the documentary evidence provided by respondents identified 
possible areas of teaching and research activities, which might not have been 
effectively implemented, even though they were regarded as being highly important. 
From Figure 4.9 on page 269 we can see that: 
Regulations and Procedures: - reference #1 to #42 
" Regulations in some institutions are not clear enough for most undergraduate students in this era 
of widening participation; 
" Regulations not varied to meet the need of the diverse student population. To do this effectively 
requires input from Teaching and Research Staff, Administrative and Support-service Staff, and 
representative of Students' Unions. 
Complaints, Appeals and Offences: - reference #1 to #42 
" Complaints procedures not harmonised, too bureaucratic, and restricted to lower level managers 
and leaders who are not key decision-makers in their departments, school or institutions; 
" Pastoral Care Systems not dealing effectively with areas students are most interested in, such as: 
students finances, staff-students relationships, health and safety, socialisation - including 
anxieties and fears of students in particular the young, disabled, from overseas, with language 
difficulties; 
" Mismanagement of serious academic offences and appeals relating to examinations and 
assignments results, and research supervision at undergraduate and post-graduate levels. 
Students Results Practice #2 - [QN = 18] 
Students Results Practice #2 - as briefly described below - relates to the extent to 
which respondents are personally and actively involved in encouraging and sustaining 
students SATISFACTION and DELIGHT with the quality of teaching and research. 
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The analysis of the responses to Question #18 in Questionnaire Part Two, suggests 
that, many respondents (70%) thought that Students Results Practice #2 is a `Weak 
Practice' for not being `effectively' implemented; partly because most institutions pay 
`lip-service' to the notion of satisfying and delighting students on a `continuous' 
basis. 
STUDENTS' SATISFACTION AND DELIGHT 
[Students' Results Practice #2, Questionnaire Part Two, Question #18, QN =18] 
Chancellery, Deanery, Heads of Departments, Quality Managers, Programme Leaders and Staff carrying out 
improvement activities are not very enthusiastic about personally and actively satisfying and delighting 
students (Code: QN351. 
What is even more interesting is that, to some academics the idea of 'delighting' 
students is a foreign notion. This is how two interviewees forcefully put it: 
"In my days students have to work very had to get a First Class or an `A' Grade for their Assignments. 
Today, you only need to establish a rapport with your tutor, always put up a good smile, and even 
when you do not deserve it, it is forced upon you. Say this loud and many Post-1992 in particular will 
disagree, but I know it is there you can almost taste it - this is my personal view based on my personal 
observations " (UK Interviewee #4) 
"What do these undergraduate students know about their subjects? We are supposed to be the experts, 
and our job is to teach them. My teaching style is d ferent for post-graduates on a 
Masters Programme 
or Taught Doctoral Programmes. We have to be clear here, you need to assess the needs and 
expectations of students before you teach them " (UK Interviewee #7) 
From the above statements, there appears to be a strategic error of judgement on the 
part of most respondents, because from a strategic marketing perspective where 
students are defined as `customers', meeting their needs and exceeding their 
expectations become is critical to long-term institutional success (Zairi, 2000a; 
Thompson, 2003). The works of Kanji and Tambi (1999; 2002: 43) suggest that, this 
apparent strategic error of judgement appears rooted in misconceptions about the 
meaning of `delighting students'. Citing the work of Kotler and Armstrong (1996) 
they suggested that if a product or service performance exceeds customer 
expectations, the customer is 'highly' satisfied or delighted. Students delight therefore 
means satisfying students over and above their expectations - it is `emotional affinity' 
which goes beyond `rational preference' for a product or service. This is what 
Professor Gopal Kanji and Dr. Abdul Malek bin A. Tambi said in their book titled 
Business Excellence in Higher Education: 
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"Delighting the customer [student] means being best at what matters to customers [students], and this 
changes over time. A customer [student] might experience various degrees of satisfaction. If a 
product's performance matches expectations, the customer [student] is satisfied If performance 
exceeds expectation, the customer [student] is highly satisfied or delighted... Customer [student] 
delight creates an emotional affinity for a product or service, not just rational preference, and 
ultimately enhances customer [student] loyalty" (Kanji and Tambi, 2002: 43) 
The documentary evidence of practices provided by respondents and interviewees 
confirms that, some key activities relating to Students Results Practice #2 might not to 
have been recognised as `important' and therefore not `effectively' implemented. 
These activities and examples of weak, good, and best practices are presented in 
Figure 4.9 and briefly listed below: 
Satisfaction surveys: - reference #1 to #42 
Results from Students Satisfaction Surveys were not incorporated into improvement policy and 
strategy on timely basis, resulting in missed opportunities to address the situation; 
Inability of managers and leaders to prioritise the needs and expectations of students, because of 
budgetary constraints. 
Delight Surveys: - reference #1 to #42 
" With increasing demand for university places, most institutions are now only in the business of 
matching teaching and research performance to students expectations, thereby satisfying them 
and not to delight them by exceeding their expectations - which to most is not cost-effective in an 
excess- demand situation; 
" Financially stable institutions in particular the pre-1992 group and some post-1992 institutions 
recognise the strategic importance of strengthening the link between Student Delight and Student 
Loyalty - in their effort to increase student retention rates and attract students who can pay 
for 
their high quality educational services and products. 
Students Results Practice #3 - [QN = 191 
Students Results Practice #3 - as briefly described in the 'box' below - relates to the 
extent to which respondents as academic quality managers and 
leaders - are 
personally and actively involved in INCORPORATING student's 
FEEDBACK into 
future Teaching and Research Quality IMPROVEMENT activities in their specific 
areas of responsibility. 
INCORPORATING STUDENTS' RESULTS INTO IMPROVEMENTS 
[Students Results Practice#3, Questionnaire Part Two, Question #19, QN =19] 
Chancellery, Deanery, Heads of Department, Programme Leaders, and other staff personally and actively 
involved in ensuring that students' feedback are incorporated into future quality improvement policies and 
strategies in order to reduce levels of students complaints [Code: QN36]. 
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Analysis of the responses to Question #19 in Questionnaire Part Two, suggests that 
even though majority of respondents (90%) thought Students Results Practice #3 was 
not `effectively' implemented; and therefore qualifies as a `Weak Practice', which 
may have to be abandoned or improved upon. Majority of interviewees attributed this 
`weakness' in Students Results Practice #3, to the lack of leadership commitment to 
ensuring that the students' complaints are reduced. Some interviewees think this 
weakness stems from a fundamental misconception about the extent to which students 
should be satisfied and delighted. One UK expert argued that: 
"Personally, I do not think we ought to stretch this concept of students as `customers' too far than we 
need to. If stretched too far there is the danger of undermining the Mission of Higher Education - 
particularly at the undergraduate level. Yes we want students to tell use what they want, but in a way 
that we do not undermine students' ability to think independently and our knowledge of our subject. We 
ought to encourage a healthy exchange of ideas. I agree that for a class of surface learners the task is 
difficult - deep learners always have one or two things to teach their teachers " (UK Interviewee #2) 
The above statement appears to suggest, that, perhaps the best approach to dealing 
with students as customers is to develop a strategy, which encourages students to 
participate in the teaching and learning quality improvement process. Their 
involvement will help students effectively articulate their needs and expectation, and 
will provide quality manager with accurate feedback for improvement policy and 
strategy formulation, implementation and control. 
Analysis of the responses to Question #4 under Questionnaire Part Four revealed that, 
about 52% respondents, said Entry Standards for their institution is `DECLINING'. 
This appears to suggest that, a considerable number of `surface learners' are entering 
institutions of higher learning as a result of the New Labour Government's Agenda 
for Widening Participation. This view is confirmed in the following statement from an 
interviewee in the UK: 
"The pursuit of widening participation has led to decline in Entry Standards, in some departments. It is 
interesting to note that these 'DECLINE' are common in departments teaching 'micky-mouse' 
subjects' and have low QAA and RAE Scores, where standards have been lowered deliberately in order 
to obtained targeted number of students. In contrast, where Entry Standards have been maintained and 
improved strong academic leadership was required to ensure that rules were not bent in favour of 
students with lower Entry Standards, because it tended to create more problems than it solves" (UK 
Interviewee #4). 
The above interviewee also appears to suggest that, there is a linkage between 
'widening participation' and 'entry standards'. In some instances the relationship 
appears to be negative or inverse in the sense that, increase in the rate of participation 
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appears to lead to decline in entry standards. The statement also suggests that, 
whether or not the relationship is 'negative' or 'positive' is dependent on the individual 
institution's management and leadership. The documentary evidence of practices 
collected during this research study helped to identify key quality management 
activities, which might be the root causes of Students Results Practice #3 being 
described as a 'weak practice'. These are presented in Figure 4.9 and briefly outlined 
below as follows: 
Feedback Methodologies: - reference #1 to #42 
" Questionnaire not well designed to capture the real needs and expectations of Students. This is 
more for External Reporting Purposes; 
" Some institutions take advantage of the fact that some students - in particular students with 
disabilities and overseas students with language difficulties - are not able to effectively articulate 
their needs and expectations. 
" Few institutions combine the use of Questionnaires with Focus Groups of Students and Tutors; 
and Questionnaire Questions are mainly Quantitative, with very few open-ended questions. 
I mtproveinent Policy and Strategy Formulation: - reference #1 to #42 
" Policy and Strategy Reviews are rarely on time for implementation, because of confusion over 
how to integrate intended strategy with emergent strategy - in particular when there are 
uncertainties about Teaching and Research funding allocations; 
Policy and Strategy Reviews were on time but the need for restructuring changes means Policy 
Deployment is put on a hold, until everyone in position within the new or emerging institutional 
structure. The time-lag this creates results in proposed policy and strategy either forgotten or the 
initiator has left the institution - this calls for a restart since documentary evidence simply 
disappeared. 
In summary, the evidence of a negative linear relationship between the degree of 
'importance' and the degree of 'effectiveness' of students results practices seem to 
offer some explanation for these practices being 'weak'. This is confirmed by the wide 
perception gaps. Figure 4.9 below presents a framework for effective management of 
students' results. It is an attempt to bring together all the key academic and non- 
academic quality management practices. These are then linked to secondary or 
subsidiary critical success factors (CSFs) under a single framework to facilitate 
understanding of the critical issues involved, and encourage both academics and 
practitioners to become strategically aware of the needs and expectations of students 
and other customers in higher education. This is the 'first' of four conceptual 
frameworks under the 'results' criteria, which form the basis for creating a theory for 
sustaining quality improvement and development of an appropriate academic quality 
model. 
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B. Best Practices for Effective Management of Staff Results 
The literature clearly suggest that the direct involvement of staff in quality issues and 
how these issues relate to their own jobs is very critical to efforts to sustain quality 
improvement in any organisation including higher education institutions 
(Marchington et al. 1993; Dale, 1999; Zairi, 2000a; Kanji and Tambi, 2002; Oakland, 
2003). The philosophy of TQM encourages participation of all staff in the 
improvement process in an almost `religious' fashion - which some academics do not 
find comfortable (Oakland, 2003). There is however, a generally accepted view put 
forward by Pfeffer (1994), Marchington and Wilkinson (1996) and later Godfrey and 
Wilkinson (1998) that, academic and non-academic staff ought not to be treated as a 
variable cost. They argued that staff ought to be viewed as a critical resource in the 
long-term viability and success of a higher education institution. 
Chart 4.7 below shows the overall results for three Staff Results Practices, which 
reveals that, majority of respondents considered all three Staff Results Practices as 
representing `weak practices'. 
Chart 4.7 
Representation of Perception Gaps as Gaps in Importance and Effectiveness of 
Staff Results Practices 
(Source: Based on Questionnaire Part Two - Questions: 20,21,22) 
60 
N 
50 N 
d 
0 
u 
40 
N 
o, n 
yZ 
30 
o 
_ö 
Ua u 20 N 
d 
as 
10 
d 
IL 
0 
55 
19 
12 
Week Staff Results Practice [QN Weak Staff Results Practice [ON Weak Stiff Results Practice [QN 
= 20] = 21] = 22] 
EFGN Best Staff Results Practices 
-ý Figt y lrr darrt -a- Iighly Effective 
Osseo-asare jr. ' a. e. (2004) chapter four 270 
discussion of empirical results 271 
The evaluation results for the three Staff Results Practices are briefly summarised 
below from a pessimist's point of view: 
" Staff Results Practice #1 - QN = 20: - Described by majority of respondents (95%) as a WEAK PRACTICE; 
" Stafj`'Results Practice #2- QN = 21: - Described by most respondents (90%) as a WEAK PRACTICE; 
. Staff Results Practice #3 - QN = 22: - Described by majority of respondents (84%) as a WEAK PRACTICE. 
The fact that the three staff results practices on the whole represent 'weak' practices is 
confirmed by the test statistics, which show t-calculated of 0.3420 is less than the t- 
critical of 2.0211. This suggests that, there is no linear relationship between the 
degree of 'importance' and the degree of 'effectiveness' of the practices. This is 
confirmed by the near zero r-value of +0.054. Staff results 'best' practices are expected 
to have a strong positive linear relationship between 'importance' and 'effectiveness' 
which unfortunately was not the case with respect to staff results practices in 
participating UK higher education institutions. 
Chart 4.7 above, shows the `perception gaps' or `quality gaps' for all three Staff 
Results Practices for which appropriate strategies need to be successfully 
implemented in order to close the gaps. We shall now proceed to discuss the results 
for each of the three Staff Results Practices. 
Staff Results Practice 91 - [QN = 20] 
Staff Results Practice #1 - [QN = 20] - as briefly described below - relates to the 
extent to which respondents as managers and leaders for quality - are personally and 
actively involved in IMPLEMENTING EQUAL OPPORTUNITY policies and 
strategies. 
IMPLEMENTING EQUAL OPPORTUNITY 
[Staff Results Practice #1, Questionnaire Part Two, Question #20, QN = 201 
Chancellery, Deanery, Heads of Department, and Quality Managers are not personally and actively involved 
but paying 'lip-service' to successful implementation of Equal Opportunity Policies and Strategies [Code: 
QN37]. 
The analysis of the responses to Question #20 in Questionnaire Part Two suggests 
that, very few respondents (12%) thought the practice of implementing equal 
opportunity policy and strategy' is `highly important'. They also thought that, the 
implementation of the practice has been `less effective'. This was because the practice 
osseo-asare jr., a. C. (2004) chapter four 271 
discussion of empirical results 272 
has not been seen as critical to delivering quality improvement; the practice was 
therefore seen as an example of a `Weak Practice' in terms of being `less important' 
and `less effective' in delivering quality improvement. 
Inductive analysis of the interview transcripts suggests that, majority of interviewees 
in the UK and USA agree that `equal opportunity' practices are important but the link 
with issues of diversity has complicated the process of implementation. This has led 
to `lip-service' being paid to successful implementation. Two interviewees in the UK 
and US said: 
"We need to make staff feel they are not discriminated against on the basis of their race or colour. I 
must admit, in many cases these have been difficult to implement and have resulted in high staff 
turnover for ethnic minorities who feel they have to do twice as much to get the same results as their 
White and English counterparts. We hope to improve in this area - but strong leadership is required 
(UK interviewee #14) 
"Yes we are serious about issues of diversity of which equal opportunity practices is a fundamental 
part. It is the only way forward in an attempt to incorporate the views and talents of people from all 
backgrounds in a multi-racial society. This is consistent with our Mission Objectives and I intend to 
pursue it vigorously (US Interviewee #7) 
Table 4.8 below shows the `perception gaps' resulting from gaps in relative 
importance and effectiveness for Staff Results Practice #1, #2, and #3, as discussed in 
this sub-section. Table 4.8A and 4.8B respectively show the Relative Importance 
Scores (RISs), the Relative Effectiveness Scores (RESs), and the corresponding Best 
Practice (BPGs) and Excellence (EXGs) Gaps for each of the three Students Results 
Practices. How these vital statistics impact on staff performance result management 
decisions for quality improvement will be examined in detail in the next chapter. 
Table 4.8 
Inmortance and Effectiveness Gans for the Three Staff Results Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; ** Good Practice [46-69%]; *** Best Practice [70-79%]; **** Excellence [80-100%] 
T. M. A RA - IMPORTANCE GAP 
Relative IMPORTANCE GAP 
Staff Results Importance Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG [Score - 80 = EXG 
#1 -N= 20 12 * -58 -68 
#2 - QN = 21 55 '" -15 -25 
#3 -N= 221 1 17 " -53 -63 
. r., hie A QR - PFFFC`TNFNPSS 
(AP 
Relative EFFECTIVENESS GAP 
Staff Results Effectiveness Score Best Practice Gap = 
BPG 
Excellence Gap = EXG 
% [Score - 70 = BPG [Score - 80 = EXG] 
#1 -N= 20 5* -65 -75 
#2 -N= 21 10* -60 -70 
#3 -N= 22 16 * -54 -64 
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Even though majority of respondents (95%) thought Staff Results Practice #1 is an 
example of a `weak' practice, some UK interviewees acknowledge that 'best 
practices' exist in this area of `staff results'. This is what an expert in the UK said in 
the statement below: 
"Institutions with research-centred Mission, operating at the `applied end of research' treat their staff 
much better than their counterparts in Teaching-centred institutions. They offer better condition of 
service, comfortable office space, attractive financial package, regular allocation from budget, regular 
attendance at national and international conferences, accommodation, transportation etc. "(UK 
Interviewee #2) 
The evidence of `weakness' in Staff Results Practices #1 can be found in the 
documentary evidence of practice provided by respondents. These documents identify 
possible areas of teaching and research activities, which are not being considered as 
critical and are therefore not being effectively implemented. From Figure 4.10 on 
page 227 we can see that: 
Discrimination: - reference #1 to #42 
" Regulations easily misunderstood and frequently misinterpreted, because it addresses a wide 
range of issues relating to discrimination on the basis of sex, age, race, colour; rather than ability 
and skill to do a given task; 
" Few Managers like to deal with it openly because it offends individual sensitivity at work. The 
attitude seems to be 'if it is not broken do notfix it, and as far as the majority are concern there 
is nothing fundamentally wrong or 'broken, however, academic and administrative staff from the 
ethnic minority community cryfoul and demand redress. This is best described as battle of minds, 
which has led to miss opportunities for creating a diverse community of teachers, learners, 
scholars, and researchers. 
Participation: - reference #1 to #42 
" Many who get the opportunity to do what they really want after fighting hard for it within their 
institutions simply become unable to cope in an environment which was not prepared for them in 
the first place, and so do not get the support they need to carry out their responsibilities 
effectively; 
" Even though the society as a whole demands Equal Opportunity, top managers and leaders of 
institutions continue to pay lip-service; and will only pay serious attention if it impacts 
significantly on their institution's national and international reputation as a Centre for Academic 
Excellence. 
Staff Results Practice #2 - [QN = 211 
Staff Results Practice #2 - as briefly described below - relates to the extent to which 
respondents are personally and actively involved in encouraging and sustaining staff 
INVOLVEMENT in key IMPROVEMENT DECISIONS and in the implementation 
process itself. 
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STAFF INVOLVEMENT 
[Staff Results Practice #2, Questionnaire Part Two, Question #21, QN = 21] 
Chancellery, Deanery, Heads of Departments, Quality Managers, Programme Leaders and Staff carrying out 
improvement activities are not very enthusiastic about personally and actively encouraging personal and 
active involvement of staff in key quality improvement decisions [Code: QN38]. 
The analysis of the responses to Question #21 in Questionnaire Part Two, suggests 
that, majority of respondents (90%) thought that Staff Results Practice #2 - is a `Weak 
Practice' in terms of being `moderately important' and `less effective' in delivering 
expected improvements. This is a strategic error of judgement on the part of 
respondents, because from a strategic quality management perspective, involvement 
of staff in the decision-making process increases their commitment to achieving 
agreed improvement objectives and targets, and makes staff responsible and 
accountable (Kanji and Tambi, 2002: 101; Oakland, 2003; Thompson, 2003). 
However, there is empirical justification for these responses, in that there are some 
who think that in situations where there are no recognition, rewards, or incentives to 
be given for achieving set objectives, increased staff involvement may not achieve 
much. This view is eloquently expressed in the statement below, made by an 
interviewee in the UK: 
"Leadership by misinformation is the name of the game. Many academics have long-term interest in 
maintaining the status quo; and see increased involvement of subordinate staff in 
key decisions as a 
threat they ought to eliminate. Yes they know much could be achieved with increased staff 
participation, but they are myopic and juste their reluctance by saying increased participation 
prolongs the decision-making process" (UK interviewee #7) 
The documentary evidence of practices provided by respondents and interviewees 
confirms that, some key activities relating to Staff Results Practice #2 - as outlined 
below - might not have been `effectively' implemented, even though 
its relative 
importance was recognised. From Figure 4.10 we can see that: 
Decision Making Processes: - reference #1 to #42 
Problems and Opportunities relating to Teaching and Research Quality are not well defined, and 
alternative ways of solving a problem or taking advantage of an opportunity are not rationally 
evaluated; primarily because a formal deliberate system for decision-making is not in place; 
Over-dependence on Top-down decision-making processes, associated with hierarchical 
organisational structures. This has led to misuse of two-way communications systems, whereby 
decisions made at the top are communicated downwards and data and information on are passed 
upwards. 
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Level of Involvement: - reference #1 to #42 
" Staff involvement is mainly superficial, where they are required to endorse decisions already 
made at the top; any attempt to critical is seen as a sign of disloyalty; 
" Staff involved in less important decisions, leaving them feeling isolated, frustrated, with little or 
no sense of achievement or value. 
Staff Results Practice #3 - [QN = 221 
Staff Results Practice #3 - as briefly described below - relates to the extent to which 
respondents as managers and leaders - are personally and actively involved in linking 
staff PERFORMANCE appraisals to REWARD systems. Analysis of the responses to 
Question #22 in Questionnaire Part Two, suggests that Staff Results Practice #3 is 
seen by majority (84%) of respondents as an example of a `weak' practice for not 
being `important' or `effective' and may need to be abandoned or improved upon. 
This `weakness' is confirmed by the response to Question #3 under Questionnaire 
Part Four, which asked respondents about how effective they have been in their 
attempt to implement links between Staff Performance Indicators and Staff Rewards. 
Majority (83%) acknowledged that, they have not been successful in actually 
implementing reward schemes linked to performance indicators. 
STAFF PERFORMANCE-REWARD SYSTEMS 
[Staff Results Practice #3, Questionnaire Part Two, Question #22, QN = 22] 
Chancellery, Deanery, and Heads of Department are personally and actively involved in ensuring that the link 
between performance and reward is continuously strengthen as part of a long-term policy and strategy for 
reducing staff-tumoverICode: QN39J. 
Majority of interviewees attributed this `weakness' in Staff Results Practice #3, to the 
lack of leadership commitment to ensuring that, a forceful argument and strong case is 
put forward as part of the process of acquiring funding for operational activities. 
Two 
experts in the UK and USA have this to say: 
"In departments where the linkage between 'staff performance' and 'staff reward' is weak, we 
observed that Staff Turnovers are high. Interestingly, we found out that, there is a clear causal 
relationship between the two variables. Because anytime we had more money coming our way, and are 
able as a result to provide rewards in various forms: recognition, promotion, attendance at 
conferences; change in office; increase in administrative support, etc.; this had 
led to reduction in staff 
turnover, and increase in retention rates" (UK interviewee #2) 
"Monetary Rewards is not what staff always want for achieving improvement targets. I have been in a 
situation where all I wanted an incentive 
for teaching well is reduction in class-size. When I was 
granted that, it led to reduction in my workload, 
I was less stressed up, and had more time with my 
students and my family. I was even able to introduce more innovative ways of 
helping my students 
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learn better. The performance-reward linkage must be strengthened by all means" (US Interviewee 
#10). 
The documentary evidence of practices collected during this research further 
identifies key activities, which might be the root causes of Staff Results Practice #3 
being described as a 'weak practice'; these are presented in Figure 4.10 and briefly 
outlined below as follows: 
Performance Appraisal Systems: - reference #1 to #42 
" The Performance Appraisal System (PAS) is not effectively integrated with Performance 
Management System (PMS), with PAS mainly carried out for External Reporting purposes; 
" The extent to which Team dynamics impacts on actual performance at work is not regularly taken 
into consideration in interpreting Appraisal Results; 
" Procedure for Performance Appraisal Systems (PAS) not varied sufficiently to take account of the 
steady increase in the demands of Staff with disabilities or difficulties in a work environment. 
Linkage between Performance and Reward: - reference #1 to #42 
Lobbying still places a major role in process of receiving Rewards or getting Promoted in some 
institutions; actual performance results and an objective assessment of the long-term potential of 
individual staff is secondary, and in some cases even ignored in the recruitment new staff or 
promotion of existing staff; 
" Lack of action as a result of the unresolved debate about whether the association 
between 
performance indicators and rewards is probabilistic or deterministic. Majority of institutions 
operate on the basis that it is probabilistic; 
Performance Measures and Indicators directly linked to Key Institutional Results e. g. TQA and 
RAE Measures and Results are ranked second to none, at the expense of measures relating to staff 
performance. 
In summary, the statistical evidence of no linear relationship between the degree of 
importance and the degree of effectiveness of staff results practices in part explains 
where these practices are perceived as 'weak' practices. The fact that, the product- 
moment coefficient (r) is positive - albeit very small in value - may be seen as a good 
sign. In the sense that staff results practices that are perceived to be 'weak' in terms of 
being less efficient and less effective can be improved by raising their levels of 
importance or efficiency and effectiveness in delivering significant improvement in 
the quality of teaching and research. Figure 4.10 below provides a conceptual 
framework for effective management of staff results practices. It is an attempt to bring 
together all the key staff results management practices and critical success factors 
under a single framework to encourage Quality Managers to become strategically 
aware of the need to strengthen the association between `staff management' and `staff 
results' criteria. 
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C. Best Practices for Effective Management of Society Results 
The literature suggest that many governments are making a strong case for 
strengthening the partnership between the government and higher education 
institution in order to resolve some of the social problems associated with lack of a 
higher education experience (Wilson and Green, 2001). According to the UK 
Government, the social class gap in entry to higher education remains unacceptably 
wide, and as part of its strategy to narrow the gap, it has made a case for raising the 
participation rate to 50% of those aged 18-30. Some see a risk in raising the 
participation rate, by suggesting that there is a danger that the government might 
compromise on the quality of student intake, which will impact negatively on the 
quality of teaching and learning and on the standard of awards (DfES, 2003: 8). 
Chart 4.8 below shows the overall results for the three Staff Results Practices, which 
reveals that, majority of respondents considered all three Staff Results Practices as 
representing `weak practices'. 
Chart 4.8 
Representation of Perception Gaps as Gaps in Importance and Effectiveness of 
Society Results Practices 
(Source: Based on Questiomaire Part Tv o- Questions: 23,24,25) 
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The evaluation results for the three Society Results Practices are briefly summarised 
below from a pessimist's point of view: 
" Society Results Practice #1 - QN = 23: - Described by most respondents (79%) as a WEAK PRACTICE; 
" Society Results Practice #2 - QN = 24: - Described by many respondents (61%) as a WEAK PRACTICE; 
0 Society Results Practice #3 - QN = 25: - Described by some respondents (4501o) as a WEAK PRACTICE. 
Overall the three society results practices represent 'weak' practices despite the fact 
that, the test statistics - i. e. t-calculated of 10.2439 is greater than the t-critical of 
2.0211, and the r= +0.851 - suggest there is a strong positive linear relationship 
between the degree of 'importance' and the degree of 'effectiveness'. This apparent 
contradiction may be explained in part by the fact that, the value of the coefficient of 
determination (r2 = 0.149) suggest that about 15% of the variation in the degree of 
importance is unexplained by the statistical model. In addition the relationship may 
actually be curvi-linear and not linear - further research of a statistical nature is 
required to establish the exact nature of the cause and effect relationship in this case. 
Chart 4.8 above, shows the `perception gaps' or `quality gaps' for all three Society 
Results Practices for which appropriate strategies need to be successfully 
implemented in order to close the gaps. We shall now proceed to discuss the results 
for each of the three Society Results Practices. 
Society Results Practice #1 - [QN = 23] 
Society Results Practice #1 - [QN = 23] - as briefly described below - relates to the 
extent to which respondents as managers and leaders for quality - are personally and 
actively involved in implementing policies and strategies relating the 
ENVIRONMENTAL and HEALTH and SAFETY CONCERNS. 
ENVIRONMENTAL, HEALTH AND SAFETY CONCERNS 
[Society Results Practice #1, Questionnaire Part Two, Question #23, QN = 23] 
Chancellery, Deanery, Heads of Department, Quality Managers, Programme Leaders and Staff involved in 
quality improvement activities do not seen issues relating to the environment, health and safety as directly 
linked to Teaching and Research Quality Improvement [Code: QN401. 
The analysis of the responses to Question #23 in Questionnaire Part Two suggests 
that, majority (79%) of respondents thought that Society Results Practice #2 is a 
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`weak' practice. This is because the practice was considered to be `less important' and 
its implementation has been `less effective'; as a result of Society Results Practice #2 
is not been seen as critical to delivering quality improvement but a mere public 
relations exercise. 
This result is seen by majority of US interviewees as a serious strategic error of 
judgement on the part of UK respondents. They argued that, from a strategic quality 
management perspective, long-term negative impact of scientific research activities 
on the environment and the society as a whole does have serious implications for 
sustaining `applied' research quality improvement - if not directly in the areas of 
teaching and learning. This view is eloquently expressed in the statement below, made 
by an interviewee in the USA: 
"I think most administrators seem to forget that academic activities comprise of Teaching and 
Research, as a consequence equate academic quality to teaching quality. In that sense, the impact of 
research activities on the environment and the health and safety of employees - who are an integral 
part of the society - are strategically ignored. This is a critical factor in our research institutions" (US 
Interviewee #9) 
Inductive analysis of the interview transcripts suggests that, majority of interviewees 
in the UK and USA agree that society's concern for the `environment' and `health and 
safety' of employees are important in their own right. However, the direct link with 
issues of academic quality makes the agenda for academic excellence perhaps too 
broad to handle by higher education managers. Some have suggested the need to 
define the boundary of academic excellence to make it more realistic and attainable. 
An interviewee in the UK said: 
"The boundaryfor academic excellence needs to be well defined. We agree it ought to cover, Teaching 
and Learning, Research and Scholarship - which represent academic activities. We should then add 
Areas of Administration and Support-services, which are directly linked to academic activities. I think 
issues of the Environment should form part of the Corporate Social Responsibility of the University 
Management Team (UK interviewee #14) 
Table 4.9 below shows the `perception gaps' resulting from gaps in relative 
importance and effectiveness for Staff Results Practice #1, #2, and #3, as discussed in 
this sub-section. Table 4.9A and 4.9B respectively show the Relative Importance 
Scores (RISS), the Relative Effectiveness Scores (RESs), and the corresponding Best 
Practice (BPGs) and Excellence (EXGs) Gaps for each of the three Society Results 
Practices. How these vital statistics impact on society performance result management 
decisions for quality improvement will be examined in detail in the next chapter. 
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Table 4.9 
Importance and Effectiveness Gans for the Three Society Results Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; ** Good Practice [46-69%]; *** Best Practice [70-79%]; **** Excellence [80-100%] 
Tahle 4 9A - IMPORTANCP RAP 
Relative IMPORTA NCE GAP 
Students Results Importance Score Best Practice Gap = BPG Excellence Gap = EXG 
% [Score -70=BPG [Score -80=EXG #1 - QN = 23 21 " -49 -59 #2 - QN = 24 17 -53 -63 
#3 - QN = 25 74 "' +4 -6 
Tahle 4 9R - FFFF. CTIVFNFCR CAP 
Relative EFFECTIVENESS GAP 
Students Results Effectiveness Score Best Practice Gap = BPG Excellence Gap = EXG 
% [Score -70=BPG [Score -80=EXG 
#1 - (QN = 23 21 * 49 -59 #2 - [QN =2 39 * -31 -41 
#3 - [ON = 25 45 * -25 -35 
Even though majority of respondents (79%) thought Society Results Practice #1 is an 
example of a `weak' practice, some UK interviewees acknowledge that these issues 
are important, even though at present they are not being dealt with directly under 
Academic Quality Management. This is what an expert in the UK said in the 
statement below: 
"These are very important concerns but I admit that this is an area we as the Teaching and Learning 
Quality Management Team do not deal with directly. That explains partly why we do not think it is 
important to our work in a very direct way. We have Teams at both college and departmental levels 
dealing with issue of the Environment. The Human Resource Department is concerned with Health and 
Safety issues. We have not implemented the EFQM Excellence Model and therefore are not aware of 
the benefits in bringing these concerns under one umbrella in a holistic integrated way "(UK 
Interviewee #2). 
The evidence of `weakness' in Society Results Practices #1 can be found in the 
documentary evidence provided by respondents. These documents identify possible 
areas of teaching and research activities, which are not being considered as critical 
and are therefore not being effectively implemented. From Figure 4.11 on page 285 
we can see that: 
Environmental Concerns: - reference #1 to #42 
" Press commentary on a number of Environmental Sustainability Projects under taken by some 
institutions - in particular research focused pre-1992 universities - have generally been 
favourable; an indication of favourable Society Perception of Institutional Quality and 
Performance and Contribution. There is however, more room for improvement in some - in 
particular post-1992 university now focussing on environmental research; 
" Less aggressive reporting of institutional activities to assist in the preservation and sustainability 
of natural resources - choice of transportation for staff and students, reduction of waste, 
economic usage of gas, water, electricity, recycling materials. 
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Health and Safety: - reference #1 to #42 
" Less aggressive in adopting preventive measures to promote Health and Safety at Work despite 
the fact that Health and Safety Policy and Strategy are excellently documented and circulated to 
all Staff. An example of afire-fighting approach to quality management; 
" Less effective in the management of stress at work. Number of Days off Sick are not effectively 
monitored and followed up for appropriate action to be taken, in order to control the negative 
impact of Absenteeism on Staff and Student Morale. 
Society Results Practice #2 - [QN = 24] 
Society Results Practice #2 - as briefly described below - relates to the extent to 
which respondents are personally and actively involved in ensuring that Teaching, 
Learning, and Research quality improvement efforts contribute significantly to 
LOCAL and NATIONAL ECONOMIC regeneration efforts of the Local Authority 
and the National Government. It highlights the need for strengthening the partnership 
between the state and publicly funded HEIs (Kogan, 1999; DfES, 2003). 
IMPACT ON LOCAL AND NATIONAL ECONOMY 
[Society Results Practice #2, Questionnaire Part Two, Question #24, QN = 24] 
Chancellery, Deanery, Heads of Departments, Quality Managers, Programme Leaders and Staff carrying out 
improvement activities are not very enthusiastic about involving themselves personally and actively in 
assessing the impact of teaching and research quality improvement activities on the local and national 
economy [Code: QN41]. 
Despite the relative importance of Society Results Practice #2 - at least in the eye of 
successive UK Governments - the analysis of the responses to Question #24 in 
Questionnaire Part Two, suggests that, many respondents (61%) thought that it is a 
`weak' practice. This is because the practice was deemed less `important' and `less 
effective' in delivering expected levels of quality improvement. Majority of 
interviewees in both the UK and US see this as a strategic error of judgement on the 
part of respondents, because from a strategic quality management perspective, social 
responsibility objectives are increasingly becoming important measures of society's 
perception of institutional quality and performance. This view is eloquently expressed 
in the statement below, made by an interviewee in the USA: 
"Of course we in academia know very well that these issues are very important indeed; but what do 
you expect a poorly funded public institution to do when we hardly get enough cash to deal with our 
immediate concerns which includes: staff shortages, increasing workloads; wages of contract staff, etc. 
I think you have to be fair it is first things first. However, the picture is not all that gloomy, because 
despite our short-coming we provide employment for mainly in the community, and raise the profile of 
the county we operate in, helping to boost tourism etc. " (UK Interviewee #8) 
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"What is the relevance of an institution if it does not benefit the local and national economies? 
Universities were established to provide answers to local and national problems. This Mission 
Objective has become more important in today's Knowledge-based Economy" (US Interviewee #11) 
However, the empirical justification for these responses - if any - perhaps lies in the 
statement made by UK interviewee #8 above, suggesting that lack of funding could be 
blamed for institutions having little impact on their local and national economies. In 
addition to that, the examination of the documentary evidence of practices provided 
by respondents and interviewees, identified key activities relating to Society Results 
Practice #2 - as outlined below - might not have been considered `important' 
resulting in lack of effectiveness in their implementation. From Figure 4.11 we can 
see that: 
Social Re-engineering: - reference #1 to #42 
" Some institutions - in particular pre-1992 - have not be very successful in working with the QAA 
and HEFCE to meet the requirements of Students and Staff with Disabilities; 
Many institutions do not have deliberate strategies for dealing with the impact of Widening 
Participation on Entry Standards; Standards of Awards; Employability of Graduate; Staff 
Teaching Practices and Staff Morale. 
Economic Regeneration: - reference #1 to #42 
" Apart from providing employment to the local community, not many institutions are actively 
involved in support for Sport and Leisure, Voluntary Work and Philanthropy - arguably because 
of Budgetary constraints; 
" Most pre-1992 institutions - compared with post-1992 institutions - are frequently cited for 
National and International Excellence in Research, Scholarship, Teaching and Learning. This in 
most cases is the direct result of successful collaborations and partnerships with both public and 
private sector organisations. 
Society Results Practice #3 - [QN = 25] 
Society Results Practice #3 - as briefly described below - relates to the extent to 
which respondents as managers and leaders - are personally and actively involved in 
being role models for excellence. Managers and leaders are expected to ensure that, 
the BEHAVIOUR of their staff is in accordance with the codes of conduct and 
ETHICS of their institutions and the professional associations to which they belong. 
ETHICAL BEHAVIOUR 
(Society Results Practice #3, Questionnaire Part Two, Question #25, QN = 251 
Chancellery, Deanery, Heads of Department, Quality Managers, Programme Leaders, and Staff involved in 
quality improvement are personally and actively involved in ensuring that the codes of ethics of the institution 
and the departments are adhered to avoid any bad publicity (Code: QN42]. 
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Analysis of the responses to Question #25 in Questionnaire Part Two, suggests that a 
reasonable number of respondents (55%) thought the Society Results Practice #3 is an 
example of a `Good Practice'. This they argued is based on their perception that the 
practice is `highly important' but `moderately effective' in delivering quality 
improvement. This practice can be improved upon to become a `Best Practice' i. e. 
`highly important' and `highly effective'. Majority of interviewees attributed this 
`good' practice to the threat of litigation and the effect that bad publicity would have 
on the image of the institution in the society. An expert in the UK had this to say: 
"This is an anti-avoidance measure; left to most institutions nothing would be done. In today's world 
stakeholder and customer perception' of institutional performance and quality means everything. 
Consumers and Stakeholders' needs and expectations are supreme. If stakeholders want information 
on your activities you simply have to provide them and do so on time before the tabloids give their 
version of the 'truth' (UK interviewee #2) 
The documentary evidence of practices collected during this research further 
identifies key activities, which might be the root causes of Staff Results Practice #3 
being described as a 'weak practice'; these are presented in Figure 4.11 and briefly 
outlined below as follows: 
Professionalism: - reference #1 to #42 
" Majority of Staff at all levels of management and leadership - with responsibility for Teaching 
and Research Quality Improvement - do not belong to any reputable Professional Body promoting 
Teaching, Learning and Research Quality; 
Intellectual Capital: - reference #1 to #42 
" There is evidence of low value intellectual capital judging from the fact the profile of Staff 
responsible for Teaching and Research Quality lack knowledge and experience in integrated 
management and interface management - which are based on multiple disciplines; 
In summary, there is a perception that on the whole society results practices represent 
'weak' practices, despite the fact that, there is a strong positive linear relationship 
between the degree of importance and the degree of effectiveness. Further research is 
required to establish the exact nature of the relationship in this case. Figure 4.11 on 
the next page presents a conceptual framework for effective management of society 
results practices. It attempts to bring together the key `society results management 
practices' and critical success factors under a single framework to encourage Quality 
Managers to become strategically aware of the need be adopt a holistic approach to 
sustain continuous improvement in academic quality, by pursuing `social 
responsibility' objectives. 
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D. Best Practices for Effective Management of Institutional Results 
The literature suggests that, each higher educational institution - as an organisation - 
must have a balanced mix of financial and non-financial performance measures 
(Kaplan and Norton, 1996; Neely, 1998). According to the literature on strategic 
management, these performance measures ought to reflect the needs and expectations 
of stakeholders (Thompson, 2003). In the UK higher education industry the needs of 
`students', `the government', and 'staff' re critical to the long-term success of 
individual institutions (DIES, 2003). Chart 4.9 below shows the overall results for the 
three Institutional Results Practices, which reveals that, majority of respondents 
considered all three Institutional Results Practices as representing `weak practices'. 
Chart 4.9 
Representation of Perception Gaps as Gaps In Importance and Effectiveness of 
Institutional Results Practices 
(Sources Based on Questiornaire Part Two - Questions: 26,27,28) 
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The evaluation results for the three Institutional Results Practices are briefly 
summarised below from a pessimist's point of view: 
0 Institutional Results Practice #1 - QN = 26: - Described by majority of respondents (95%) as a 
WEAK PRACTICE; 
" Institutional Results Practice #2 - QN = 27: -Described by majority of respondents (90%) as a WEAK PRACTICE; 
" Institutional Results Practice #3 - QN = 28: - Described by majority of respondents (79%) as a WEAK PRACTICE. 
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The fact that the three institutional results practices on the whole represent 'weak' 
practices is confirmed by the test statistics, which show that, the t-calculated of 
0.1328 is less than the t-critical of 2.0211. This suggests that, the null hypothesis i. e. 
Ho: p=0, that there is no linear relationship between the degree of 'importance' and 
the degree of 'effectiveness' should be accepted. The expectation is to accept the 
alternative hypothesis (HI: p# 0) that, there is a strong positive linear relationship 
between 'importance' and 'effectiveness' as a condition for categorising a quality 
management practice as a best practice. This was however, not the case with respect 
to the institutional result practices in the HEIs, which participated in this research 
study. 
Chart 4.9 above, shows the `perception gaps' or `quality gaps' for all three 
Institutional Results Practices for which appropriate strategies need to be successfully 
implemented in order to close the gaps. We shall now proceed to discuss the results 
for each of the three Institutional Results Practices. 
Institutional Results Practice #1 - [QN = 261 
Institutional Results Practice #1 - [QN = 26] - as briefly described below - relates to 
the extent to which respondents as managers and leaders for quality - are personally 
and actively involved in implementing policies and strategies which will result 
in a 
BALANCED BUDGET. This is expected at least in areas relating Quality 
Improvement and Management - if not for the departmental and institutional budgets 
as a whole. 
BALANCED BUDGET 
[Institutional Results Practice #1, Questionnaire Part Two, Question #26, QN = 26] 
Chancellery, Deanery, Heads of Department, and Budget Holders at all levels have not been successful at 
efficient reallocation and utilisation of moneys made available to them, in their respective Budget 
Centres 
(Code: QN431. 
The analysis of the responses to Question #26 in Questionnaire Part Two suggests 
that, majority of respondents (95%) thought that Institutional Results Practice #1 is 
seen a `weak' practice. This is because even though the practice is seen to be `highly 
important', there is often difficulties in achieving a balanced budget, therefore making 
the practice `less effective' in delivering quality improvement. Majority of 
interviewees is this `difficulty' as a major dilemma for Budget Holders, who are not 
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able to efficiently reallocate their budgets because they do not have a definite plan on 
what the moneys should be used, and the basis on which the moneys should be 
reallocated. This view is eloquently expressed in the statement below, made by 
interviewees in both the UK and US: 
"Recently, my department was allocated a large sum of funds out of the blue, due to the extensive 
lobbying on the part of the Dean. Upon receiving this money we simply did not know what to do with 
believe or not, that is to say we had no plan. Receiving Funds before planning what to do with it can be 
difficult even for Financial Managers. E actually found out that at the end of the financial year we 
struggled to account for every pound used - there were rather too many miscellaneous items. What has 
that got to do with Teaching and Research Quality Improvement" (UK Interviewee #7) 
"Financial Planning is key to efficient allocation of Budgets. Lack of planning leads to 
misappropriation of funds and financial mismanagement. This makes it even more difficult to achieve a 
balanced budget - in the sense that moneys received must equal moneys used. Net receipts at the end of 
the financial year usually suggests the institution had no need of the excess income" (US Interviewee 
#11) 
Table 4.10 below shows the `perception gaps' resulting from gaps in relative 
importance and effectiveness for Institutional Results Practice #1, #2, and #3, as 
discussed in this sub-section. Table 4.10A and 4.10B respectively show the Relative 
Importance Scores (RISs), the Relative Effectiveness Scores (RESs), and the 
corresponding Best Practice (BPGs) and Excellence (EXGs) Gaps for each of the 
three Institutional Results Practices. How these vital statistics impact on institutional 
performance management decisions for quality improvement will be examined 
in 
detail in the next chapter. 
Table 4.10 
Importance and Effectiveness Gaps for the Three Institutional Results Practices 
Source: Osseo-Asare (2003) 
* Weak Practice [0-45%]; ** Good Practice [46-69%]; *** Best Practice [70-79%]; **** Excellence [80-100%] 
. .. _ . , n. RInn OT &J0o CAP 
Relative IMPORTA NCE GAP 
Institutional Results Importance Score Best Practice Gap = BPG Excellence Gap = EXG 
% [Score - 70 = BPG [Score - 80 = EXG 
#1- QN=26 86"" +16 +6 
#2- [QN = 27] 24 * -46 -56 
#3-[0N28] 71 "" +1 -9 
. r_v. - " Inn CI PrTTVVVNIP C I-AP 
Relative EFFECTIVENESS GAP 
Institutional Results Effectiveness Score Best Practice Gap = BPG Excellence Gap = EXG 
% Score - 70 = BPG Score - 80 = EXG 
#1 - QN=26 5* -65 -75 
#2 - QN = 27 10 * -60 -70 
#3- QN = 28 21 * -49 -59 
Even though majority of respondents (95%) thought Institutional Results Practice #1 
is an example of a `weak' practice, some UK interviewees acknowledge that these 
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issues are still highly important. This is what an expert in the UK said in the 
statement below: 
"Achieving a Balanced Budget for a Public Sector Organisation such as higher education institutions 
is a good indicator of financial prudence. It means managers and leaders act in consonant with their 
Mission and vision, in formulating Policies and Strategies for achieving predetermined Financial and 
Non-financial Objectives and Targets. For institutions to show surpluses every year is a sense they 
probably do not have viable projects to spend the money on. It does happen, but when it happens most 
of the time that is worrying "(UK Interviewee #6). 
The evidence of `weakness' in Institutional Results Practices #1 can be found in the 
documentary evidence provided by respondents. These documents identify possible 
areas of teaching and research activities, which are probably not being effectively 
implemented. From Figure 4.12 on page 293 we can see that: 
Teaching Budget and Teaching Assessment Results: - reference #1 to #42 
" Not all institutions use a comprehensive and balanced set of Financial and Non-financial 
Measures; 
" Some institutions have experienced negative trends in meeting Teaching Budgets over a five-year 
period; 
" Some institutions have not gained any outstanding Teaching and Learning Performance against 
Teaching and Learning Quality Improvement Objectives and Targets, over a five year period; 
" Teaching Quality Assessment (TQA) Results cannot be linked to Planned Teaching 
Quality 
Improvement Exercises, and to Teaching Quality Improvement Policy, Strategy, Objectives and 
Targets. 
Research Budget and Research Assessment Results: - reference #1 to #42 
" Not all institutions use a comprehensive and balanced set of Financial and Non-financial 
Measures; 
" Negative trend in meeting Research Budgets over a five-year period; 
" Some institutions have not gained any outstanding Research Performance against Research 
Quality Improvement Objectives and Targets, over 5- 10 year period; 
" Research Assessment Exercise (RAE) Results cannot be linked to Planned Research 
Quality 
Improvement Exercises, and to Research Quality Improvement Policy, Strategy, Objectives and 
Targets. 
Society Results Practice #2 - [QN = 241 
Institutional Results Practice #2 - as briefly described below - relates to the extent to 
which respondents are personally and actively involved in ensuring budgetary 
allocation are adequate to meet STAFF requirements, and matches expected number 
of STUDENTS per programme per classroom. It highlights the need for accurate 
determination of the financial inputs for budget preparation. 
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STAFF-STUDENT RATIO 
[Institutional Results Practice #2, Questionnaire Part Two, Question #27, QN = 27] 
Chancellery, Deanery, Heads of Departments, and Quality Managers do not have effective staff retention 
policy and strategy in place to help reduce staff-turnover in order to sustain teaching and research quality 
improvement [Code: QN44]. 
The analysis of the responses to Question #27 in Questionnaire Part Two, suggests 
that, majority (90%) of respondents thought that Institutional Results Practice #2 is a 
`Weak Practice' in terms of being `less important' and `less effective' in delivering 
expected levels of quality improvement. Majority of interviewees argued that `staff- 
student ratio' is an `important' indicator of institutional efficiency, and suggested that 
the lack of an `effective' staff retention plan, stems from lack of funding which can 
also be linked to poor pay and poor working conditions. The view on `insufficient 
funding' and `poor pay and poor working environment' is eloquently expressed in the 
statements below, made by interviewees in the UK and USA: 
"I know some departments where members of staf simply do not get on well with the Quality Manager, 
Head of Department, the Dean and even the Chancellor. The main cause is personality differences, 
however, when you really look at it, these differences which I think is natural are aggravated by 
insufficient funds to reward staff through promotions, attendance at international conferences, etc. 
These situations are more prevalent in Modern Universities than Old Universities like Oxford and 
Cambridge were working conditions are more or less set in stone. (UK Interviewee #4) 
"It is our policy not to discuss remuneration matters opening, because all issues relating to 
remuneration are straightened out before you join the institution. If you are not happy with it you 
simply do not take the offer. In this way we have minimised Trade Union involvement in our staff 
management decisions, and have succeeded in creating a more stable environment within which 
excellence can be sustained " (US interviewee #12) 
A forensic examination of the documentary evidence of practices provided by 
respondents and interviewees identified key activities relating to Institutional Results 
Practice #2 - as outlined below - which might not have been considered `important' 
resulting in lack of `effectiveness' in their implementation. From Figure 4.12 we can 
see that: 
Staff Motivation: - reference #1 to #42 
Some institutions have not met their Staff Budgets for a five-year period, and are now dealing 
with serious staff retention, and recruitment problems; 
Irregular supply of teaching resources, because of budgetary constraints; as a consequence some 
institutions are experiencing sharp reduction in the number of supplier invoices paid within 30 
days over a three-year period 
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Students Learning Experience: - reference #1 to #42 
" Some institutions have experience rising class sizes, stemming from discontinued programmes, 
frequent restructuring exercised, staff shortages and lack of regular maintenance and increased 
investment in teaching and research infrastructure; 
" Fewer assignments and reduced number of face-to face contacts with Teaching Staff and/or 
Dissertation Supervisors, is impacting on the Quality of Students Learning Experience. 
Institutional Results Practice #3 - [QN = 28] 
Institutional Results Practice #3 - as briefly described below - relates to the extent to 
which respondents as managers and leaders - are personally and actively involved in 
ensuring that improvement targets are adequately matched by corresponding 
FUNDING INCREASES on continuous basis. It suggests that, every effort ought to 
be made to close perceived `funding gaps' in order to prevent `quality gaps' from 
becoming wider. 
SUSTAINING FUNDING INCREASES 
[Institutional Results Practice #3, Questionnaire Part Two, Question #28, QN = 28] 
Finance Managers and Fund Raisers and Budget Holders at the Chancellery and Deanery, including Heads 
of Department, Quality Managers, Programme Leaders are personally and actively involved in identifying 
projects which will help bring in more investment funds to sustain infrastructure for teaching and learning, 
research and scholarship activities [Code: QN45J. 
Analysis of the responses to Question #28 in Questionnaire Part Two, suggests that 
majority of respondents (79%) thought that Institutional Results Practice #3 is an 
example of a `Weak Practice' - in terms of no being `effectively' implemented - 
which may have to be eliminated or improved upon. Majority of interviewees 
attributed this `weakness' to the lack of a clear strategic direction in some 
departments and institutions to drive and sustain quality improvement. As a 
consequence much of what is done to improve teaching and research quality is done 
on `ad hoc' basis not `continuous' basis; the later is based on long-term quality 
planning, and the former is short-term quality planning. The concept of Total Quality 
Management suggests that `sustainability' is based on `long-term quality planning' 
and therefore `continuous quality improvement' (Dale, 1999; Oakland, 2003). An 
expert in the UK had this to say: 
"I'm afraid when it comes to teaching and research quality `long-term' consideration and commitment 
are a luxury we would rather like to do away with. The emphasis is to satisfy the short-term demands of 
students, the QAA and HEFCE and Potential Employers - long-range quality planning is simply 
rhetorical to create a grand image of our institution. This attitude is common in publicly funded 
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institutions. Privately funded institutions take Quality much more seriously and have elaborate plans 
for achieving long-term continuous quality and performance improvement "(UK Interviewee #2) 
The view expressed by the above UK interviewee is supported by the documentary 
evidence of practice collected during this research study, which identified key 
activities, which might be the root causes of Staff Results Practice #3 being described 
as a 'weak practice'. These areas of activity and examples of practices linked to them 
are presented in Figure 4.12 and briefly outlined below as follows: 
Liquidity Problems: - reference #1 to #42 
" Inaccurate Cash Forecasts for carrying out Teaching and Research Quality improvement, 
commonly blamed on poor Teaching and Research Quality Planning; 
" Short-term Quality Improvement Plans are not effectively integrated with Long-term Quality 
Improvement Plan, resulting in misappropriation of resources and missed opportunities. 
Investment in Teaching and Research Infrastructure: - reference #1 to #42 
" Leadership of many institutions are heavily dependent on the Government's Budgetary increases 
in Funding for investment in Teaching and Research Infrastructure, and have been very reactive 
in diversifying their sources of incomes to match the Expenditure outlay for clearing the funding 
backlog and provide for new infrastructure; 
" Lack of deliberate strategies to deal with the backlog in funding for teaching and research 
infrastructure, because of lack of a Long-term Quality Improvement Plan. 
In summary, the perception that institutional results practices in participating 
institutions overall represent 'weak' quality management practices is confirmed by the 
test statistics which show that t-calculated is less that t-critical. The implication is 
that, the lack of a strong positive linear relationship between the degree of importance 
and the degree of effectiveness is the main reason why these practices are weak. It 
suggests that efforts aimed at improving these practices should seek to improve their 
relative importance and effectiveness in delivering significant improvement in 
teaching and research quality. 
Figure 4.12 on the next page presents a conceptual framework for effective 
management of institutional results practices. It represents an attempt to bring 
together all the key institutional results management practices and critical success 
factors under a single framework. It is hoped by so doing academics and practitioners 
will be encouraged to become strategically aware of the need not to loose sight of the 
key institutional performance results in the maze of multiple and often conflicting 
needs and expectations of various stakeholders needs and expectation. 
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Summary of the Conceptual Frameworks for Effective Management of Accountability' 
Criteria 
Section [4.2] discussed the empirical results by focussing on the probable association 
between: 
" The last 24 critical success factors (CSFs) in the Pool of CSFs under Appendix C3 
and the Best Practices in Appendix C4; 
" The degree of importance and the degree of effectiveness of the 28 quality 
management practices in Questionnaire Part Two. 
The understanding of the probable associations between the critical success factors 
and best practices led to: 
" The development of four' conceptual frameworks for effective management of the 
following four 'results' criteria: (1) students; (2) staff, " (3) society; and (4) 
institutions. Each conceptual framework comprises of secondary critical success 
factors and the best practices associated with them. 
" The four 'results' criteria being re-categorised as 'accountability' criteria because 
they were found to be synonymous with demands by internal and external 
stakeholder for higher quality and accountability. 
Finally, even though overall the test statistics suggested that, a linear relationship exist 
between the degree of 'importance' and the degree of effectiveness of the results 
practices, what remains uncertain however, is whether or not the relationship is rather 
curvilinear. For instance society results practices were described as being overall 
'weak'; yet the test statistics suggest there is a strong positive linear relationship 
between the degrees of importance and effectiveness. This suggests that further 
research will be necessary in order to establish the exact nature of the association 
between the degrees of importance and effectiveness for each 'results' practice. 
4.2.2. Summary of Chapter Four and Link with Chapter Five 
Chapter Four discussed the probable association between the critical success factors 
in Appendix C3 and the best quality management practices in Appendix C4. The 
discussion was underpinned by the assumption that, respondents' 'perception gap' may 
be explained by test statistics based on the null hypothesis (Ho: p= 0) that, there is no 
linear relationship between the degree of importance and the degree of effectiveness 
of each quality management practice under study. The pool of critical success factors 
were grouped under five 'enabler' or 'autonomy' criteria and four 'results' or 
'accountability' criteria on the basis of the probable associations between critical 
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success factors and best practices. The Best Practices Evaluation Exercise led to the 
identification of 1 Best Practice, 2 Good Practices, 25 Weak Practices, and No 
Excellent Practices in the participating UK HEIs; as listed in Table 4.11 below. 
Table 4.11 
A List of Weak. Good, and Best Practices in UK Higher Education Institutions 
Source: Osseo-Asare Jr. 2003 
QN = Question Number under Questionnaire Part Two; LD = Leadership; PS = Policy & Strategy; SM = Staff Management; 
RP = Resources & Partnerships; PR = Processes; SR = Students Results; STR = Staff Results; SOR = Society Results; BB = 
Best-Best; EW = Excellent-Weak; GW = Good-Weak; WW = Weak-Weak; BW = Best-Weak; BG = Best-Good 
QN Quality Management Practices - CodelResults Cat ego Based on Scoring Mechanism 
Weak Good Best Excellent 
1 Mission, Vision, Values, Principles, Policy, Strategy, Objectives and Targets - LD/BB + 
2 Internal and External Communication Infrastructure - LD/EW + 
3 Empowerment and Motivation of Staff - LD/GW + 
4 Support and Encouragement of Staff - LDIWW + 
5 Stakeholder Needs and Expectations - PS/GW + 
6 Process Ownership and Improvement- PS/EW + 
7 Data, Information, Intelligence and Knowledge Management - PS/GW + 
8 Staff Performance, Policy and Strategy - SMIGW + 
9 Staff Empowerment and Leadership - SMIGW + 
10 Staff Support Motivation and Rewards - SM/EW + 
11 Creating and Sustaining Synergies - RP/GW + 
12 Diversification of Sources of Funding for Academic Quality Improvement - RPIBW + 
13 Acquisition , Allocation, and 
Utilisation of Funds for Quality - RP/BG 
14 Maintaining a Framework of Core Processes - PR/BW + 
15 Process Ownership for Improvement - PRIGW + 
16 Sustainin Continuous Process Improvement - PR/EW + 
17 Monitorin and Addressing Students' Complaints - SR/BW + 
18 Students' Satisfaction and Delight -SRIWW + 
19 Incorporating Students' Feedback into ImrovementActivities-SRIGW + 
20 Implementing Equal Opportunity Policy and Strategy - STRIWW + 
21 Staff Involvement in Key Improvement Decisions - STRIGW + 
22 Staff Performance-Reward Systems - STRIWW + 
23 Environmental Concerns and Health and Safety - SORIWW + 
24 Im act on Local and National Economy -SORIWW + 
25 Institutions' Ethical Behaviour -SORIBG + 
26 Balancin the Bud et at Departmental and Institutional Levels - IRIEW + 
27 Mana i the Staff Student Ratio - IRIWW + 
28 Sustaining Funding Increases - IR/BW + 
TOTAL NUMBER OF PRACTICES 
As Per Practice Category: [N = 28] 
25 2 1 0 
The test statistics confirm that, overall the quality management practices listed in 
Table 4.11 represent 'weak' practices for three reasons: 
t-calculated is less than t-critical suggesting there is no linear relationship 
between the degree of importance and the degree of effectiveness of practices - 
given that t-critical is 2.0211 at 95% level of significance i. e. alpha value a= 
0.05; degrees of freedom (n - 2) =40; and a two tail t distribution. 
t-calculated is greater than t-critical suggesting that although there is a linear 
relationship, the product moment coefficient (r) is 'negative' i. e. the relationship is 
inverse when it should be positive' as expected for best practices. 
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" the r-value is positive but close to a zero figure suggesting that, although there is 
a positive linear relationship it is not strong. 
The above findings have serious strategic implications for sustaining quality 
improvement in UK HEIs, and alternative interpretations will be provided under 
Chapter Five. The Osseo-Asare's Scoring Mechanism takes a `pessimistic' view in 
deciding whether a practice was deemed 'weak', 'good', 'best', or 'excellent' in terms of 
the importance-effectiveness evaluation criteria based on the definitions below: 
" WEAK PRACTICES are practices that are: weak-weak (W99; or good-weak' 
(G99, 'best-weak' (B99, or `excellent-weak' (Egg; 
" GOOD PRACTICES are practices that are: `good-good, good-best ; and 'good- 
excellent; 
" EXCELLENT PRACTICES are practices that are: only 'excellent-excellent'. 
Unlike the EFQM and Kanji's Scoring Mechanisms, the Osseo-Asare's Scoring 
Mechanism explicitly defines 'weak', 'good', best', and 'excellent' practices in terms of 
the degree of 'importance or efficiency and the degree of 'effectiveness' - making it a 
stricter scoring mechanism. 
For each of the 'five' enabler and 'four' results criteria, a comprehensive list of critical 
success factors (CSFs) are provided; followed by a list of best practices associated 
with each CSF; and a descriptive account of the nature of the association between the 
Critical Success Factors and Best Practice. Finally, the discussions in this chapter 
confirm that, the three secondary doctoral research objectives have successfully being 
achieved. These objectives are (1) to identify critical success factors (2) to identify 
best practices associated with each critical success factor and (3) to describe any 
probable associations between critical success factors and best practices as basis 
for 
creating an inductive theory for developing a conceptual academic quality 
management model. The purpose of achieving these three doctoral research objectives 
is to set the base for creating an INDUCTIVE THEORY from the probable 
associations between the Critical Success Factors and/or the Best Practices. The 
theory will then be used to develop a CONCEPTUAL MODEL for sustaining 
academic quality improvement in UK higher education institutions - the primary 
doctoral research objective. This will be the focus of Chapter Five on Interpretation of 
Findings. 
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chapter eve 
INTERPRETATION OF 
EMPIRICAL RESEARCH 
FINDINGS 
Chapter Five interprets the empirical research findings in Chapter Four by 
focussing on meaning derived from the established relationships between 
the critical success factors (CSFs) and best practices. The various 
frameworks for effective management of 'autonomy' and 'accountability' 
criteria are transformed into a model for sustaining quality improvement 
in UK higher education institutions. Chapter Five comprises of two 
sections: Section [5.1], creates a theory inductively using the concepts, 
principles, and assumptions derived from the associations between CSFs 
and best practices; it introduces the notion of 'best practice gaps' (BPGs), 
for generating alternative strategies for closing perception gaps. It also 
created a number of 'secondary' models as building blocks for developing 
a composite academic quality model. Section [5.2] combines the 
frameworks for effective management of 'autonomy' and 'accountability' 
criteria into an alternative model for sustaining academic quality 
improvement and management in UK higher education. The overall aim 
is to expose the logical steps in the creation of theory and development of 
the holistic and integrated model for sustaining academic quality 
improvement. It demonstrates the successful achievement of the primary 
doctoral research objective. 
"... TQM... should be meshed seamlessly with a model addressing the core areas of 
teaching and learning. The composite (model) would then become a holistic model for 
quality in Higher Education " (Srikanthan and Dalrymple, 2001: 566) 
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Creation of an Inductive Theory for 
Sustaining Academic Quality 
Improvement 
"The search for an all-encompassing model is simplistic, for no one model can delineate the intricacies 
of decision processes in complex organisations such as universities and colleges... there is a pleasant 
parsimony about having a single model that summaries a complicated world for us. This is not bad 
except when we allow our models to blind us to important features of the organisation. "(Baldridge et 
al. 1978: 28) 
4 
he World Business Council for Sustainable Development (2002: 6) in the 
publication titled: Sustainability through the Market: Seven Keys to Success, see 
`sustainability' as a strategy for improvement, which provides for good institutional 
performance results today and even better results tomorrow. According to the British 
Quality Foundation (2000: 9), `excellent' organisations are those that possess the 
ability to achieve and sustain world-class or excellent performance results for all their 
stakeholders; and adopt a holistic integrated approach to quality improvement and 
management based on well established strategic quality management concepts and 
principles. 
Figure 5.1 below and Appendix DI on page 519 present a logical framework for 
creating an inductive theory from empiricism for the purpose of developing an 
Academic Excellence Model. The Inductively derived Theory incorporates 
philosophical and empirical assumptions, emanating from teaching, learning, 
scholarship and research quality management ideas, concepts, and principles, which 
underpin the different conceptual frameworks developed earlier in Chapter Four for 
effective management of the `autonomy' and 'accountability' criteria. Empirical 
evidence from the Questionnaire Survey and Semi-structured Interviews suggest that, 
majority of respondents and interviewees are more comfortable with using the 
modified EFQM terminology in Table 5.1 below - because they reflect the context of 
higher education. Some even suggested the replacement of the `EF' i. e. European 
Foundation in `EFQM' with `S' for Sustainable, so that instead of `EFQM' we should 
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have `SQM' for `Sustainable Quality Management'. Some interviewees argued that, a 
change in terminology has the potential of making the whole EFQM package 
appealing and acceptable in UK Higher Education; which will give the Model a much 
stronger `selling' proposition. It also has long-term implications for Total Quality 
Management in Higher Education environment. 
Figure 5.1 
Model for Creating an Inductive Theorv for Academic Ouality Management 
Source: Osseo-Asare Jr 2003 
POOL 
OF CRITICAL SUCCESS FACTORS 
AND ASSOCIATED WEAK, GOOD, 
BEST, EXCELLENT 
PRACTICES 
(see Appendices C3, C4, C5) 
EMPIRICAL 
CONCEPTS AND PRINCIPLES 
PHILOSOPHICAL AND EMPIRICAL 
ASSUMPTIONS 
HOLISTIC INTEGRATED INDUCTIVE-BASED THEORY 
FOR DEVELOPING AN HOLISTIC AND INTEGRATED ACADEMIC QUALITY 
MANAGEMENT 
Table 5.1 
Modified EFOM Model Terminology 
Source: EFOM (2003). Osseo-Asare Jr. (2003) 
FFOM = Euronean Foundation for Ouality Manaaement" SfM = Cnctainahlr (lnality Manaoement 
No. EF M Current Terminolo Modified EF M Main Criteria for UK Higher Education =S QM 
ENABLER CRITERIA 
I 17ade-rship Managerial Leadership for Academic Quality 
2 Policy and Strategy Quality Improvement Policy, Strategy, Objectives and Targets 
3 Peo le Management Staff Performance Management 
q Partnershi sand Resources Internal and External Resources Management 
5 Processes Framework of Core Academic, Administrative, and Support-service Processes 
RESULTS CRITERIA 
6 Customer Results Students as Customers Performance Results Management 
7 Peo le Results Staff Performance Results and Rewards Management 
g Society Results Society Performance Results Management 
9 Key Performance Results Key Institutional Performance Results Management 
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In this doctoral research thesis, the modified terminology is the `architectural' 
foundation on which the academic excellence model is built. The philosophical and 
empirical assumptions used, also incorporate concepts and principles from the 
descriptive account of the probabilistic causal relationships between the critical 
success factors and the quality management best practices associated with them. 
The above evidence indicates that, the EFQM Excellence Model - baring its 
shortcomings with respect to misconceptions about terminology - is still relevant to 
quality development in UK higher education institutions as an alternative model, 
which needs to be fully evaluated in terms of its relative `efficiency' and 
`effectiveness' before full-scale implementation is embarked upon. Figure 5.1 above, 
shows how this researcher used the Pool of Critical Success Factors (CSFs) and 
associated Quality Management Practices, as the basic building blocks for 
constructing the holistic and integrated inductive theory for developing the academic 
quality model. The main strategic reasons for using CSFs for `theory creation' are 
outlined below: 
" CSFs underpin the concepts and principles of Strategic or TQM; 
" CSFs are known to have direct impact on the success and long-term survival of an 
organisation; 
" CSFs that are empirically derived are more acceptable and readily applicable to 
organisations than those that are imposed; 
" CSFs are drawn from the Internal, External, and Competitive Environment in 
which organisations operate; and therefore help to identify the 'strengths' and 
`weaknesses' within the organisation, `opportunities' and 'threats' facing the 
organisation as a result of changes in the external and competitive environment; 
" CSFs are the bases on which the following well-known Quality Management 
Models were developed: Deming Prize Award in Japan, Malcolm Baldrige 
National Quality Award (MBNQA) in the USA, EFQM Excellence Model in 
Europe and Kanji Business Excellence Model in the UK 
The CSFs framework is undoubtedly a tried and tested methodology for model 
building used by the `masters' or so-called `quality gurus'. A major drawback in using 
them, however, lies in the fact that, a large number of factors may be identified at a 
particular moment in time, which have to be critically evaluated, ranked, selected and 
subsequently implemented. The process is time consuming, and it is possible that, 
overtime some of the factors become out-of-date and therefore irrelevant because 
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their ranking - in terms of their relative importance and effectiveness - is intimately 
tired to changes in the internal, external and competitive environment in which 
organisations operate. In this research study, the use of CSFs is taken a bit further by 
identifying the best teaching and research quality management practices associated 
with each CSF. The purpose of doing so is to determine factor sensitivity to changes 
in the environment, using the notion of Best Practice Gaps (BPGs) derived from the 
Gaps in respondents' perceptions about the relative importance and effectiveness of a 
particular quality management practice being evaluated. 
5.1.1. Creating Theory from Empirical Data 
The theory created in this thesis is inductively derived in the sense that meaning is 
grounded in the empirical data collected, analysed, and the results presented under 
Appendix C3, C4, C5 and C6. Appendix C5 presents a list of 152 tasks and activities 
for improving the efficiency and effectiveness of quality improvement practices - this 
list is drawn from the frameworks for effective management of the 'autonomy' and 
'accountability criteria developed in Chapter Four. The `primary' and `secondary' 
CSFs in Appendices C3a and C3b respectively are therefore linked to the list of tasks, 
activities and processes under Appendices C4 and C5. Appendix C6 presents a list of 
125 `concepts and principles', drawn from Appendix C5. 
A. Concepts and Principles Derived from Pools of CSFs and Best Practices 
Table 5.2 below, condenses the list in Appendix C6 into 24 key concepts and 
principles based on the established association between the critical success factors. 
Table 5.2 also shows the actual `codes' used, which traces the origins of each 
`concept or principle' and the `association' between them. For example, Concept #1 
in Table 5.2, was derived from Leadership Practice #1, representing Question #1 
under Questionnaire Part Two; which is linked to `secondary' CSFs such as: Mission 
[code: 1.1] and Vision [code: 1.2]. This means that the first digit '1' in the Code 
[1.1.1] indicates 'leadership' is the primary CSF; the second digit '1' indicates 'mission' 
is the secondary CSF; and the third digit '1' identifies the specific task, activity, or 
process linked to the secondary CSF - see Appendix C5 for more details. These 
`concepts and principles' for effective management of quality in higher education are 
underpinned by philosophical and empirical `assumptions', which are explained later 
below. 
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Table 5.2 
24 Key Concepts and Principles Derived From the Pool of Critical Success Factors and Quality Management Practices 
Source: Derived from Appendix B 
1. Academic Quality is the means for achieving and sustaining Academic Excellence. Academic 
Quality and Excellence must be defined in terms of Teaching, Learning, Scholarship and 
Research; and benchmarked against Local, Regional, National, and International levels of 
Quality and Excellence [code: 1.1.1; 1.1.2; 1.2.2] 
2. Personal and Institutional Visions, Values and Beliefs must be integrated and must underpin 
Institutional Mission; and Personal and Institutional Values must relate to issues of Diversity, 
Equality, Life-long Learning, the creation of a Learning Society and a Knowledge Economy 
[codes: 1.2.1; 1.3.1; 1.3.2; 20.2.2; 21.1.2; 23.1.1; 23.1.2] 
3. Continuous Improvement as the vehicle for achieving an optimal balance between Intellectual 
Freedom and institutional Autonomy on one hand; and Accountability through Value for 
Money on the other hand [codes: 1.4.1; 1.4.2] 
4. Deployment of Academic, Administrative, and Support-service Quality Improvement Policy 
and Strategy relating to regular maintenance and increased investment in Teaching and 
Research Infrastructure - including ICT infrastructure [codes: 2.1.1; 2.1.2; 2.1.3; 2.2.2; 4.1.2; 
8.2.2; 12.1.4; 16.2.1; 27.2.1] 
5. An Integrated Management Information and Marketing Intelligence System for capturing 
feedback from staff, students and other stakeholders; requiring a dedicated Marketing 
Department leading communication of Brand and Reputation [codes: 2.1.4; 2.2.2; 2.2.3; 2.2.4; 
3.2.3; 7.2.3; 7.4.2; 8.1.1] 
6. Involvement of Teaching and Research Staff in Policy and Strategy formulation; and in setting 
Quality Improvement Objectives and Targets for their areas of responsibility in order to gain 
their trust and commitment [codes: 3.1.2; 3.2.2; 6.2.2; 9.1.1; 21.1.1; 21.2.1; 21.2.2] 
Chancellery, Deanery, Heads of Department, and Quality Managers must be able to defend 
levels of funding in support of Teaching and Research Quality Improvement initiatives. Staff 
Development Budgetary Systems should be de-centralised to ensure strong Budgetary Support 
for Teaching and Research Quality Improvement Initiatives. Staff Training and Development 
needs to include Leadership Training and Professional Development [codes: 3.1.1; 3.1.3; 
3.1.4; 3.2.1; 4.1.1; 4.3.1; 4.3.2; 5.2.1; 5.2.2; 5.3.1; 8.1.2; 9.2.1; 10.1.2; 13.1.3; 16.2.2; 28.2.1; 
28.2.2] 
8. Implementing Strategies for Handling Staff-Student Complaints about Teaching and Learning 
Styles and Facilities in order to maximise the benefits derived from Individual and Team 
Contributions to overall Quality Improvement Effort [codes: 3.2.4; 4.1.3; 4.2.1; 4.2.2; 4.2.3] 
9. Teaching and Research Quality Improvement Policies should be properly synthesized from 
Principles and Values; and explicitly stated. This will ensure that tasks and activities making 
up a `Process' are well defined, and timely achievement of expected levels of Quality 
Improvement, and that Staff Retention Strategy results in reduction in Staff Turnover and 
Staff-student Ratio [codes: 5.1.1; 5.1.2; 5.2.3; 5.3.2; 6.1.1; 7.3.1; 8.1.3] 
10. Job Descriptions should clearly define the responsibility of individual Teaching and Research 
Staff, and their responsibilities in a Group situation to prevent duplication of the actual work 
done. Job Specifications should effectively matched individual ability and skills with tasks to 
be performed [codes: 6.1.1; 6.1.2; 25.1.1; 25.2.1] 
11. Process Performance needs to be measured as accurately as possible; and resource allocation 
for process improvement should be based on the requirements of internal and external 
customers and suppliers [codes: 6.2.1; 6.2.3] 
12. There is an urgent need for Data, Information, Intelligence, and Knowledge Management 
Policy and Strategy for collecting accurate, up-to-date data from multiple sources, for 
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effective storage, and retrieval on time, for processing into relevant information for decision- 
making [codes: 7.1.1; 7.1.2; 7.2.1; 7.2.2; 7.4.1] 
13. Effective integration of academic, administration, and support-service functions; and 
implementation of an integrated system for Staff Performance Appraisal, Performance 
Management, and Performance-related Rewards [codes: 8.2.1; 9.1.2; 9.1.3; 9.2.2; 10.1.1; 
10.2.1; 10.2.2; 10.3.1; 10.3.2; 12.1.5; 15.2.2; 22.1.1; 22.1.2; 22.1.3; 22.2.1; 22.2.2; 22.2.3] 
14. Implementation of deliberate strategies for creating synergies for efficient resource allocation, 
and reducing the cost of bureaucracy [codes: 11.1.1; 11.1.2; 11.2.1; 28.1.2] 
15. Ability of academics and administrators to effectively manage interfaces between academic 
and non-academic activities; teaching and research; and scholarship and research, including 
their ability to critique publications as basis for improving Research Outputs [codes: 11.2.2; 
12.1.3] 
16. Providing adequate Learning Facilities for Students with Disabilities and helping Students 
adopt deep-learning techniques [codes: 12.1.1; 12.1.2; 17.1.1; 17.1.2; 17.2.1; 17.2.2; 17.2.3; 
20.1.1] 
17. Collaboration with Further and other Higher Education Educational Institutions; Governments 
- including the QAA and HEFCE; and other local, regional, national and international Public 
Sector organisations. Partnerships with local, regional, national, and international Private 
Sector Organisations in support of Masters, Doctoral, Post-doctoral Programmes and 
Professorships in Applied Research [codes: 12.2.1; 12.2.2; 24.2.2; 28.2.1] 
18. Justification of Strategic Quality Improvement Plans based on Institutional and Departmental 
priorities, and realistic achievable goals and objectives relating to Teaching and Research. 
Rationalisation based on Teaching and Research priorities and Cost-Benefit Analysis [codes: 
13.1.2; 13.2.1; 28.2.2] 
19. Implementation of an Open Bidding Process for Funds under explicit conditions. Budget 
Centres should comprise of Cost Units, Revenue Units, and Profit Units - working as a Team. 
Adoption of Activity-based Costing for Costing Teaching and Research Quality Improvement 
Activities and effective control of Teaching and Research Overheads [codes: 13.2.2; 13.3.1; 
13.3.2] 
20. Process Design and Re-design should be based on thorough understanding of the nature of 
tasks and activities making up a process, after an acceptable period of documentation of 
practice. There should be a systematic base for identifying, evaluating and selecting tasks and 
activities with the required characteristic features to enhance process performance before key 
teaching and research processes are designed or redesigned [codes: 14.1.1; 14.1.2; 14.2.1; 
14.2.2; 15.1.1; 15.1.2; 15.2.1] 
21. Less frequent restructuring to prevent frequent changes in Leadership and Policy and Strategy 
at all levels of the management [codes: 16.1.1; 16.2.1; 19.2.2; 20.2.1] 
22. Incorporating Results from Students Satisfaction Surveys into improvement Policy and 
Strategy on timely basis in order to take advantage of opportunities to improve on weak 
quality improvement practices [codes: 18.1.1; 18.1.2; 18.2.1; 18.2.2; 19.1.2; 19.1.3; 20.1.2; 
27.2.2] 
23. Maintaining an excellent working relationship with External Stakeholders - in particular the 
QAA and HEFCE - in order to meet the requirements of Students and Staff with Disabilities. 
Implementation of deliberate strategies for dealing with the impact of Widening Participation 
on Entry Standards; Standards of Awards; Employability of Graduates; Staff Teaching 
Practices and Staff Morale [codes: 23.2.1; 23.2.2; 24.1.1; 24.1.2; 24.2.1] 
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24. Using a comprehensive and balanced set of Financial and Non-financial Performance 
Measures [codes: 26.1.1; 26.1.2; 26.1.3; 26.2.1; 26.2.2; 26.2.3; 26.3.4; 27.1.1; 27.1.2; 27.2.1; 
28.1.1; 28.2.2] 
The inductive theory will therefore, comprise of three main components, first, the 
empirical results from analysing the evaluation scores. Second, the fundamental 
concepts and principles derived from the pool of critical success factors and best 
practices associated with them; and third, the philosophical and empirical assumptions 
intended to hold the CSFs and best practices together into a coherent theory derived 
from practice. It is based on the belief that there is a cyclical relationship between 
`empiricism' and `philosophy', and between `induction' and `deduction', and on the 
assumption that `practice' informs `theory' and vice versa. 
B. The Philosophical and Empirical Assumptions underpinning the Construction 
of the Inductive Theory for Model Development - Emanating from Empirically 
derived Academic Quality Management Concepts and Principles 
The relationship between `practice' and `theory' is an issue that has been vigorously 
debated by academics and practitioners for many centuries (Easterby-Smith et al., 
2003: 27). This section outlines 16 fundamental philosophical and empirical 
`assumptions' stemming from the 24 Key Concepts and Principles in Table 5.2 above. 
These assumptions do not ascribe to all aspects of positivism or constructionism, but 
adopts a pragmatist's and/or critical realist's perspective, by deliberately adopting 
relevant ontological and epistemological assumptions drawn from both extreme 
traditions. It originates from the view that, the nature of `reality' and `knowledge', 
prevailing in a higher education setting is not simply exterior and objective, but also 
constructed and given meaning by those who work for and within higher education 
institutions. There follows from this view, two very important methodological 
implications: 
First, the explanations offered by this researcher demonstrates largely probabilistic causality 
rather than deterministic causality; aimed at increasing understanding of the actual situation 
prevailing in the UK higher education institutions, regarding academic quality management 
practices; 
Second, concepts and principles derived from the Pool of CSFs and Best Practices 
incorporate Stakeholder Perceptions, which provide a holistic view of the complexity of the 
situation in academia. 
The 16 assumptions outlined below - with brief explanation - are elaborated upon 
later in this chapter in the development of the Academic Quality Management Model. 
osseo-asare jr., a. e. (2004) chapter five 304 
interpretation of empirical findings 305 
1. Implementation of Formal hierarchical structures represented by Charts showing authorized 
vertical relationships between members of the institution, to ensure that a stable foundation 
exist to encourage development of informal complementary structures. It offers a mechanism 
for distributed leadership through sharing of power, influence, and control to ensure 
sustainable levels of authority and accountability to both internal and external Stakeholders. 
2. Implementation of Rational, Proactive, Top-down and Bottom-Up, Decision-making 
Processes at all levels for deciding, agreeing, and achieving departmental and institutional 
Teaching and Research Quality Improvement objectives and targets; based on objectively, 
independence, and individual intellectual capacity. 
3. Recognition of the whole Institution as a system, with schools, departments, programmes, 
academic and non-academic activities, staff, students, and other employees as sub-systems or 
subunits systematically linked together. Encouraging individuals and interest groups to 
compete to get what they want in the face of scarce resources. 
4. Recognition of the whole Institution as a Goal-seeking organisation, with official Mission, 
Vision, Values, Principles, Strategies, Objectives and Targets; which needs to be harmonised 
with the personal goals of academic and non-academic Staff, to ensure goal congruence; as 
part of an overall strategy for minimising conflict. 
5. Authority, power, control, influence over other staff should be essentially a product of formal 
position and roles; and held only while in that senior position; to prevent psychological and 
physical abuse of power. 
6. Accountability to be directly linked to Centralised and/or Decentralised positional authority; 
and promotion of shared Responsibility in Group Situations. 
7. Power Sharing and Staff Participation in Decision-making Processes should be encouraged 
among Staff with a shared understanding about institutional aims. 
8. A Proactive Process of Discussion leading to consensus should be implemented, in the 
determination of Policy and Decision-making; in particular during crisis situation when 
Teaching and Research Funding and other Resources are expected to be scarce. 
9. Academic, Administrative, Support-service Staff at all levels should be encouraged to confer 
and collaborate with each other on formal and informal bases to strengthen formal hierarchical 
structures. 
10. Implementation of Teaching and Research Quality Improvement Policies and Strategies, 
through adoption of flexible, less stressful approaches based on less prescriptive or normative 
views about `what ought to be', and more on `what is' derived from empirical research into 
Teaching, Learning, Scholarship and Research Best Practices. 
11. Continuous Enhancement of professional and positional authority through alignment of 
individual expertise with institutional objectives. 
12. Were possible shared Vision, shared Values, Beliefs and Principles, should be promoted; in 
particular through socialization during Staff Training and early years of Professional 
Practice 
in order to guide Teaching and Research activities towards achievement of expected quality 
improvement objectives and targets. Members of Quality Improvement Teams should be 
encouraged to personally and actively participate in the decision-making process; and in 
Sharing Data, Information, Intelligence and Knowledge about Best Teaching and Research 
Quality Improvement and Management Practices. 
13. Teaching and Research Quality Improvement Decisions relating to setting Targets should be 
reached through participation of key internal and external stakeholders in order to reduce 
conflicts and divisions. In support of the belief that Shared Values should result in Shared 
Objectives, Shared Power, Shared Influence, Shared Contributions, Shared Benefits, and 
Shared Risks. 
14. Policy and Decisions should emerge through a process of negotiation and bargaining; 
allowing interest groups to develop and form alliances in pursuit of particular policy objective 
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- in recognition that conflict is a natural phenomenon and power accrues to dominant 
coalitions rather than being the preserve of formal leaders. 
15. Ensuring that Teaching and Research Staffs' subjective and selective perceptions about 
departmental and institutional quality and performance are harmonised into a holistic 
framework of perception measures, which encapsulates the Mission, Vision, Values and 
Principles of the Institution - to ensure goal congruence. 
16. A recognition that the best possible way to deal with the increasing turbulence and 
unpredictability in UK higher education environment - with particular reference to Funding 
Allocations - is to ensure that short-term Quality Improvement Planning activities roll over 
into a coherent long-term Quality Improvement Plans. This will ensure that, time, scarce 
funds, and other resources for teaching and research are not wasted in the pursuit of 
ambiguous objectives; and allow for effective management of risk and uncertainty. 
The above mix of philosophical and empirical assumptions may be described as being 
`holistic' because it brings together different perspectives of academic quality 
management, and reflects on the complexity in UK higher education industry, by 
using critical success factors from internal, external and competitive environment in 
which HEIs operate. Critical success factors represent important features of higher 
education institutions and are therefore able to delineate the intricacies of decision 
processes in complex organisations such as universities and colleges of higher 
education. The use of CSFs provides a rational justification in attempting to develop 
an all-encompassing contextual model for academic quality improvement and 
management in higher education institutions in the United Kingdom. 
C. Statement of Theory and Definition of Terms of Reference 
The `statement of theory' for academic quality management will comprise of key 
definitions followed by description of the relationships between critical success 
factors and associated best practices - the definitions and descriptive account of will 
be made under two sub-headings below. First, preserving institutional autonomy and 
intellectual freedoms, which reflects on the established relationships between the 
critical success factors and best practices relating to the 'autonomy' criteria. Second, 
accountability to stakeholders, which reflects on the established relationships 
between the critical success factors and best practices relating to the 'accountability' 
criteria. The 'autonomy' and 'accountability criteria depict the two arms of a 
weighing or balancing device representing the long-term interests of higher education 
institutions on one hand, and of external stakeholders on the other hand. Each 
statement of theory will reflect on all or some of the philosophical and empirical 
assumptions outline above. 
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Preserving Institutional Autonomy and Intellectual Freedoms 
The empirical evidence in this doctoral research study suggest that, the preservation 
of institutional `autonomy' and of `intellectual freedoms' is the single most important 
driver for the creation of knowledge and the transmission of knowledge required to 
create a learning society and a knowledge-based economy. Higher education 
institutions `produce' and `sell' `knowledge' as a commodity with an economic value. 
This requires academic staff working as researchers to create or produce `knowledge'; 
and as teachers to transmit or sell knowledge to students, potential employers, for 
growth in the economy, and for the well being of society as a whole. The creation of 
the `enabling' environment for sustaining a culture for academic - through continuous 
academic quality improvement - is therefore prerequisite to any other stakeholders' 
demands. In order to create and sustain this enabling environment, this doctoral 
research study identified `five' autonomy or enabler criteria, which deals with the 
`supply-side' of achieving academic excellence (see Figure 5.2 below). 
Figure 5.2 
Osseo-Asare's Autonomy-Accountability Criteria for Sustaining Academic Quality for Academic Excellence 
Source: Osseo-Asare Jr. 2003 
5- AUTONOMY CRITERIA I 
[1] Managerial Leadership for Academic 
Quality 
[2] Data, Information, Intelligence, and 
Knowledge Management for 
Academic Quality 
[3] Funding and other Resources for 
Teaching and Research Quality 
[4] Academic, Administrative and 
Support-service Staff Performance, 
Results and Rewards Management 
for Academic Quality 
[5] Framework for Core Academic, 
Administrative, and Support-service 
Processes Management for 
Academic Quality 
A 
DYNAMIC 
AND 
CYCLICAL 
RELATIONSHIP 
DRIVEN BY 
FUNDING 
REQUIREMENTS 
..... .... ............... 
3- ACCOUNTABILITY CRITERIA 
[6] Students as Customers Performance 
Results Management 
[7] Government, Potential Employers, 
Professional Bodies and other External 
Stakeholders' Performance Results 
Management 
[8] Key Institutional Performance Results 
Management 
These are linked to three 'accountability' or results criteria - which examines the 
`demand-side' of academic excellence. The `supply-side' of academic excellence 
represents the `means' for meeting the `ends' or the `demand-side' of academic 
excellence. From Figure 5.2 above, we can see that, the relationship between the two 
sides is `dynamic', `cyclical', and driven by `continuous' flow of funding for teaching 
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and research quality improvement. Funding is therefore the `life-blood' for sustaining 
`continuous' teaching and research quality improvement in UK HEIs. These two sides 
of the `inductive theory and model will be explained in detail later in this chapter. 
Managerial Leadership for Academic Quality: 
Teaching and Research Quality Managers and Leaders need to have a clear sense of strategic and 
operational direction and purpose, informed by the Mission, Vision, and Value Statements relating to 
Teaching, Learning, Scholarship, and Research Quality Improvement and Management, which they 
communicate efficiently and effectively throughout the higher education institution. 
Data, Information, Intelligence, Knowledge Management for Academic Quality: 
Teaching and research quality improvement activities should be managed through a framework of core 
processes. Process management must be based on accurate, reliable, quantitative and qualitative 
empirical data collected on ad hoc and continuous basis. Multiple sources ought to be used to provide 
relevant and timely information. The intelligence on how to gain and sustaining competitive advantage 
should form the basis for knowledge management. Knowledge should be gained from learning 
experiences - in a systematic and effective way, taking into account the needs and expectations of 
students, government, potential employers, professional bodies, academic and non-academic staff, and 
of the institution itself. Relevant data, information, intelligence, and knowledge on weak, good, and 
best academic practices must be internally transferred to maximise teaching and research quality 
assessment performance results, and to promote continuous learning, innovation and improvement. 
Funding and other Resources for Teaching and Research Quality: 
Funding underpins other resources for Teaching and Research. There is an urgent need for funding 
from diversified sources, to carry out regular maintenance on and to increase investment in Teaching 
and Research Infrastructure. This requires extensive diversification of sources of funding through 
mutually beneficial collaboration and partnership relationships with identifiable internal and external 
stakeholders. It should include active participation of teaching and research staff and other employees, 
students, suppliers, the government and local authorities, society and the local, national, and 
international communities. The aim is to enable the institution to meet its short-term and long-term 
financial obligations in relation to meeting the needs and exceeding the expectations of both internal 
and external stakeholders - in a deliberate and balanced manner. 
Academic, Administrative, and Support-service Staff Performance, Results and Rewards 
Management for Academic Quality: 
The ability of institutions to create and sustain a `culture' for Academic Excellence, depends on the 
ability of individual teaching and research staff in management and leadership position, to motivate, 
encourage, support, empower, trust, and reward individual and group performance. A culture for 
academic excellence is required in order to maximise benefits derived from intellectual freedoms, to 
enable all categories of staff to develop their personal interest and objectives with those of the 
departments they work in and of the institution as a whole. It requires a clear understanding of the 
needs of both current and potential students and of other customers; and a passion for meeting staff 
needs, institutional needs, and the needs of the Government, and other external Stakeholders. 
Framework of Core Academic, Administrative, and Support-service Process Management for 
Academic Quality 
The approach to managing Academic Quality improvement must be by `process' - comprising of 
defined tasks and activities known to deliver superior performance results for internal and external 
stakeholders. The selection of the tasks and activities in the design of new processes must be based on a 
systematic approach to evaluation in terms of their relative importance and effectiveness to deliver 
expected improvement results, based on facts derived from reliable data, information, intelligence, and 
knowledge of the needs of students and other stakeholders. It should therefore be possible to abandon 
`processes', which are simply not working, and to introduce new processes that are known to work - 
through process benchmarking initiatives. 
osseo-asare jr., a. e. (2004) chapter five 308 
interpretation of empirical findings 309 
The three 'accountability criteria shown in Figure 5.2 above: [6] students performance 
results; [7] Government, Potential Employers, and other External Stakeholders' 
Performance Results Management; and [8] Key Institutional Performance Results 
Management, are briefly described below, and later in detail in this chapter. 
Accountability to Internal and External Stakeholders 
The concepts and principles of Strategic Marketing Management suggest that, the best 
possible way to ensure that the needs of stakeholders are met and their expectations 
exceeded on a continuous basis; is for HEIs to become marketing oriented. It requires 
HEIs to become customer focused by showing leadership and constancy of purpose in 
their drive to satisfy internal and external stakeholders. 
Students as Customer Performance Results Management: 
Students as customers, is now a universally accepted categorisation. This certainty is required in order 
to plan academic quality improvement activities more deliberately and cost-effectively. In order to 
meet the short-term financial obligations of departments and schools, there is the need to ensure that 
priority is given to students who pay all their tuition fees prior to commencement of their studies; 
followed by those who have paid at least 50% of the tuition fees, with a high degree of certainty that 
the remaining amount will be settled by the end of the first semester; all other modes of payments 
should come under a third category - this allows for prudence in the management of cash balances. 
Government, Potential Employers, Professional Bodies, and other External Stakeholders' 
Performance Results Management: 
The strategic role of the Government, as the funder of last resort is steadily declining, a certainty which 
institutions must take on board in order to be more proactive in planning their funding outlay for 
sustained planned maintenance and increased investment in teaching and research infrastructure. The 
uncertainty about not knowing where the funds will come from must give way to a more robust 
interaction with external and internal stakeholders in order to acquire the necessary funds for 
improvement. The `blame it on lack of funding' attitude of leadership, must give way to aggressive 
interaction with society - based on `do-it-yourself' mindset - to fording alternative means for creating 
and sustaining the culture for academic excellence. 
Key Institutional Performance Results Management: 
Accountability to `external' stakeholders must be balanced by accountability to `internal' stakeholders. 
The assessment of performance should be in terms of a balanced mix of financial and non-financial 
performance measures. This requires leadership `tact' and `sensitivity' in matching `means' and `ends'. 
The `catch-phrase' should be `cautious optimism'; with a balanced focus on stakeholders' needs, in 
order to sustain optimal levels of Teaching and Research quality improvement - far removed from the 
`game-playing', rhetoric, internal politics, and daily struggle for position and power. 
The above statements of theory and definitions of the terms of reference will be 
applied below, in the development of alternative strategies for closing the `perceptions 
gaps' relating to the degree of 'importance' and the degree of 'effectiveness' of the 
quality management practices evaluated in this research study. 
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D. A Framework for Closing Perception Gaps - Notion of Best Practice Gaps 
The erratic patterns observed in Graphs 4.1 to 4.6 are partly explained by the fact that, 
the 42 respondents in this research study gave different evaluation scores for each 
practice. It suggests that, there are different ways of looking at teaching and research 
quality management and leadership related problems in UK higher education 
institutions. It offers an explanation for the existence of many alternative Quality or 
Excellence models in higher education. Professor Tony Bush in his book titled 
Theories of Educational Leadership and Management, argued that, each alternative 
model can only offer valuable insights into the nature of management and leadership 
in higher education, with none providing a complete picture (Bush, 2003: 33,178- 
179). The model developed in this thesis adds to the growing number of alternative 
models, and specifically addresses different aspects of quality management and 
leadership approaches required to sustain teaching and research quality improvement 
for academic excellence. 
It may be argued that, each respondent gave a valid assessment of the quality 
management practices in their respective institutions, based on the assumption that, 
the relevance of each evaluation score varies according to the context. That is to say 
meaning is grounded in respondents' own interpretation of their situation - this 
assumption is consistent with the notion of interpretivism or constructivism. This is 
one of the justifications for adopting an inductive approach to data collection, 
analysis, and interpretation. It suggests that, meaning is grounded in the empirical 
results, rather than imposed on the basis of an existing theory. Rather than risk failure, 
many so-called excellence models including the MBNQA, the EFQM, and Kanji 
Business Excellence models, do not explicitly admit that, there is no single model 
capable of presenting a total framework for our understanding of what goes on in 
HEIs. A point eloquently put across by Bush (2003: 178) and Baldridge et al (1978: 28) 
in the statements below: 
,, Each event, situation or problem may be understood by using one or more of these (alternative) 
models but no organisation can be explained by using only a single approach. " (Bush, 2003: 178) 
"The search for an all-encompassing model is... not bad except when we allow our models to blind us 
to important features of the organisation. " (Baldridge et al., 1978: 28) 
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The Notion of Best Practice Gaps (BPGs) 
The notion of Best Practice Gap (BPG) was introduced in this study to explain the 
strategic implication of the relative importance scores (RISs) and the relative 
effectiveness score (RESs) for each of the 28 quality management practices evaluated 
in this thesis. Table 5.3 and Graph 5.1 below show the data set and corresponding plot 
of the 'importance' and 'effectiveness' gaps based on Osseo-Asare's Scoring 
Mechanism. The plot represents a 'standard' curve for defining the boundaries of 
'weak', 'good', 'best', and 'excellent' practices. 
Table 5.3 
Defining the Boundaries of Best Practice and of Excellent Practice 
Source: Osseo-Asare Jr. 2003 
I IT. = Unner Limit Score: LL = Lower Limit Score: Minimum Best Practice Score as ner Scnrine Mechanism = 700/ 
Practice Category STANDARD DIFFERENCE 
[Upper Limit - 70%] OR [Lower Limit - 70% 
STANDARD VALUE FOR 
BPG - CURVE 
Excellent Practice 100 - 70 + 30 
UL = 100; LL = 80 80 - 70 +10 
Best Practice 79 - 70 +9 
UL= 79; LL= 70 70 - 70 0 
Good Practice 69 - 70 -I 
UL = 69; LL = 46 46 - 70 - 24 
Weak Practice 45 - 70 - 25 
UL=45; LL=0 0-70 -70 
Graph 5.1 
Standard Curve for Best Practice Gap 
(Source: Based on Table 5.3 above) 
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From Graph 5.1 above we can see that, moving horizontally from the 'left-hand-side' 
to the 'right-hand-side' of the graph, corresponds to moving from an 'excellent 
practice' zone to a 'weak practice' zone, through 'best' and 'good' practice zones. We 
can also see that: 
" BPGs with POSITIVE values are all ABOVE the ZERO-LINE; and 
" BPGs with NEGATIVE values are all BELOW the ZERO-LINE. 
However, moving vertically from 'top' to 'bottom' of the Graph shows that: 
" Best Practices and Excellent Practices are represented by POSITIVE BPG Values 
between [0 - 30%J; more specifically, Best Practices have POSITIVE BPG Values 
between [0-9%], and Excellent Practices have POSITIVE BPG Value of [10- 
30%J; 
" On the other hand, Good and Weak Practices are represented by NEGATIVE 
BPG Values between [1-70%J; more specifically, Good practices have 
NEGATIVE BPG Values between 1% and 24%; and Weak Practices have 
NEGATIVE BPG Values between 25% and 70%. 
This is strategically important in determining the direction of management 'efficiency' 
and leadership 'effectiveness', in the sense that, a POSITIVE BPG value indicates 
'efficiency' and 'effectiveness' levels are satisfactory i. e. performance results lie in the 
best and excellent practice Zones. The alternative strategies will be either to: 
" SUSTAIN current quality management practices, because they are delivering 
satisfactory performance results, or 
. IMPROVE upon the current practices in order to sustain 'competitive advantage'. 
Similarly, a NEGATIVE BPG value indicates levels of 'efficiency' and 'effectiveness' 
are not satisfactory and efforts need to be made to either: 
9 IMPROVE upon or 
" ABANDON current quality management practices altogether; and/or introduce 
NEW quality management practices identified through internal and/or competitive 
Benchmarking Projects. 
At this stage an example from Table 4.2 will help explain the usefulness of the 
Standard BPG Curve in Graph 5.1. Leadership Practice #1 has a relative importance 
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score (RIS) of 79%, which corresponds to a 'positive' BPG (importance) value of 9%. 
Similarly, the associated relative effectiveness score (RES) of 71%; also corresponds 
to a'positive' BPG (effectiveness) value of 1% - it shows the levels of 'efficiency' and 
'effectiveness' are within the 'satisfactory zone' - specifically located in the Best 
Practice Zone above the ZERO-Line in Graph 5.1. The strategic implications of these 
results are explained below for each autonomy and accountability criterion 
5.1.2. Using the Theory Created as Basis for Improving the Efficiency and 
Effectiveness of Autonomy and Accountability Criteria 
As already explained in Chapter One, the works of Mullins (1999: 233) and Bennis 
and Nannus (1985) suggest there is a functional relationship between managerial 
efficiency and leadership effectiveness. The association between the degree of 
'importance' and the degree of 'efficiency' is based on the assumption that both relate 
to input resources availability, allocation and utilisation, and on a quality managers' 
ability to prioritise improvement activities and objectives when faced with scarce 
resources situations. Degree of 'importance' as used in this research study is therefore 
about quality managers' decision-making abilities relating to how they assess the 
criticality of different critical success factors, and decide the rankings of these factors 
- in order to effectively achieve predetermined performance improvement objectives. 
This implies that: 
" 'Importance Gaps' represent 'managerial efficiency gaps' - one of two root causes 
of teaching and research quality gap; 
" 'Effectiveness gaps' are 'leadership effectiveness gaps'. assuming the concepts of 
management and leadership are inseparable - it is the second of the two root 
causes of teaching and research quality gap. 
A gap in relative 'importance' coupled with a gap in relative 'effectiveness' of a quality 
management practice, therefore represent a measure of academic quality gaps (AQG). 
AQG therefore comprises of two gaps, first the 'efficiency gap' measured in terms of 
BPG (importance), and second, the 'effectiveness gap measured in terms of BPG 
(effectiveness). For example, Leadership Practice #1, has BPG (importance) _ +9% 
and BPG (effectiveness) = +1%, resulting in the AQG-value of 10% i. e. AQG =9+1 
= +10%, which is located in the satisfactory managerial performance results zone 
above the ZERO-LINE in Graph 5.1. 
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A. Improving the Efficiency and Effectiveness of 'Autonomy' Criteria 
This sub-section shows how the theory created can be used to bring about 
improvement in quality management practices relating to autonomy criteria. How to 
improve the efficiency and effectiveness of accountability criteria is examined later 
under sub-section B. The following 'five' autonomy criteria are considered below: 
(1) managerial leadership; (2) data, information, intelligence, knowledge; (3) 
Funding and resources; (4) staff management; and (5) framework of core processes. 
Managerial Leadership for Increased Efficiency and Effectiveness 
The assumptions outlined earlier suggest that in order to achieve the primary objective 
of developing a holistic and integrated model, there is a need to develop a holistic 
definition of `leadership' - derived inductively from the 24 concepts and principles 
shown in Table 5.2. Appendix C3b and Figure 5.3 below identifies 20 secondary 
CSFs associated with `leadership', which represent, 20 dimensions of `managerial 
leadership' in a higher education. It further extends the work of Professor Tony Bush, 
who in an earlier work identified `three' dimensions of `educational leadership': 
Vision, Values, and Influence, as basis for developing a working definition of 
leadership (Bush, 2003: 5). It also extends further, the definition of `organisational 
leadership', offered by the EFQM Excellence Model, which is expressed in terms of 
`four' dimensions: Mission, Vision, Values, and management Systems. By comparison 
we can see that, Bush's (2003) `3-dimensional' and EFQM's `4-dimensional' 
definitions are incorporated into the all-embracing definition developed in this thesis - 
comprising of the 20 dimensions listed above. In the multi-dimensional framework for 
academic leadership shown in Figure 5.3, the `arrows' represent associations between 
dimensions, and the `dotted lines' associations, moving in one direction or in both 
directions. The framework suggests that: 
Mission underpins Vision through a probable causal relationship, and Vision needs to 
be explicitly expressed in terms of Values and Principles, as the base for formulating 
Teaching and Research Quality Improvement Policy, Strategy, Objectives and 
Targets, which needs to be effectively aligned simultaneously with Staff and Process 
Performance, through staff ownership of processes, support, motivation, 
empowerment, and rewards; and effectively communicated to both internal and 
external stakeholders to gain and sustain their commitment to improvement 
initiatives. The association between the various dimensions is to be strengthened by 
the use of reliable data, transformed into relevant information for decision-making 
and the development of sustainable competitive advantage through intelligence and 
knowledge accumulation overtime. 
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Holistic and Integrated Definition of Managerial Leadership 
The work of Yukl (2002: 4-5) and Bush (2003: 5) suggest that a holistic and integrated 
definition of `managerial leadership' in the context of higher education is rare, 
because `leadership' practice is contextual, and there is no agreed definition; as such 
some definitions are more useful than others. The 4-dimensional definition of 
`leadership' put forward by the European Foundation for Quality Management 
(EFQM) is expressed in terms of: 
"How leadership facilitates the achievement of the Mission and Vision, develops Values required for 
long-term success and implements these via appropriate actions and behaviours, and are personally 
involved in ensuring the organisation's Management System is developed and implemented". (EFQM, 
2003a) 
The self-explanatory, multi-dimensional definition of `managerial leadership' 
developed in this study, for academic quality management is stated as follows: 
Managerial Leadership for Academic Excellence is staff-centred and process-driven approach for 
integrating managerial `efficiency' and the `effectiveness' of leadership. It involves making explicit 
statements of the MISSION of the Higher Education Institution, with respect to Teaching, Learning, 
Research and Scholarship. It requires that VISION statements are explicit and underpinned by the 
Mission, and are based on a clear set of VALUES, beliefs and PRINCIPLES. It is about how the use 
of reliable DATA and relevant INFORMATION, INTELLIGENCE and KNOWLEDGE acquired 
over the years, inform POLICY and STRATEGY, leading to agreement on Teaching and 
Research 
Quality Improvement OBJECTIVES and Targets; which are subsequently effectively 
COMMUNICATED internally to Academic, Administrative, Support-service Staff, and other 
employees; and externally to Students, Customers, the Government, potential 
Employers, and other 
external Stakeholder groups; in order to cultivate, gain, and sustain their commitment, through 
personal and active involvement in timely acquisition and efficient allocation of Funding and other 
Teaching and Research Resources to dedicated STAFF and core PROCESSES known to 
deliver 
superior Students, Staff, Society, Government, Institutional and other 
Stakeholders Performance 
Results for sustaining Academic Excellence. 
The obvious advantage of this all-embracing working definition of `managerial 
leadership' is that, it reflects the context of higher education in the United Kingdom, 
and incorporates the key features found in the various leadership and management 
models identified by the literature (see Table 5.4 below). In that sense, it is more 
specific than the general and brief definition provided by the EFQM Model. This 
definition is considered as being `holistic' for two main reasons outlined below: 
It is multi-dimensional in nature, comprising of 20 management and leadership 
dimensions - represented as secondary critical success factors, most of which are 
directly associated with each other (see Figure 5.3 above) 
It incorporates the key features of the `six' management models and `nine' 
leadership models described by Bush and Glover (2002) and later by Bush 
(2003: 33), as viable alternatives to educational management and leadership. 
osseo-asare jr., a. e. (2004) chapter five 316 
U, C) co 
«ty Co . 3 > 
L E 
CO 
C N 
CO 
O 
C 
O 
7 
2 
O 
Lo 
) 
CO 
C) 
y' (i) 
ý10 
y 
ca 
a ý ý ° ca 
0 tu . 
c3) d LO I 
LtO 
N 
3 
° y 'w 
E' 
Q> 
E 
G 
32 I-.. .5C L G L 
ca 
m 
C 
f0 
F-- 
y 
O' 
0 
N CU 
ý 
OÄ 
E 
22 w 
o c 
y ° H .ý U) 
3 ~ ý ö Cn 
C) 
> 
c W E 
Q 
O 4 
c E 
o y 
C 
K N fn 
C 
m ÜC 
U 
Q d 
0) C O 2 fo E 
cu 
O C Cd 
0 c3) 
N L Co =e O OC 
E E öv E mE 
ä .9 c2 . 92 
e 
Co E y Z 
c 
T 
m 
2 
m 
y 
4. - Co 
16 Co v Z a i ° ý; a' E 
L Tpfý 
N 
O 
- 
Q 
C 
Co W 
C 
ý $L 
G 
m 
G 
p 
.w : 
ý , L f2 y 0 98 C E H 
N O . 0 
C y 
O 
C 
C m 
OÖ 
(6 N 
ir 
d 
T "ý 
S GC 
0 (U 
d > fCp 
lt= 
ý 
A 
-: s L7 
CL) 0 0- 
. . 
w c m f. _J = ýp L "0 Q L U 
Ö 
C 
ca w fý = 
12 
U 
'1 3E (U 
C N 
cm a 
, 
(D EI, -5 0 ä n ä C N Q-' N 
0 
U) 
' 
N 
G 
7 
LD 
T 
%2 
NN 
y 
C yý 
c ý 
cu 
C 0) > ca 
cN 
0 O 
fý , N 
O 
N 
O 
c » 
.g C 
2 
a) 
N E "G 
apý 
pf 
E `- 
W 
C 
O 
_ 
.c 
ca 
tý O N Ö H 
C 
. r, 
`C 
ß 
= 
91 
° C 
y 
C 
O 
,g ery) 
N 
d 
I"' CJ N h 
Ný 
r ' 
t 
° 
y "Ü "w 
'0 
y 
C 
a) 
x 
mW 
" 
nc 
"o 
c 
d N 
f,, ) 
fOn 
O%V 
N w ¬y LO$ EE $ 
>y 
c 
CDI <" L2 - 
Q ai 
Y 
KI) c 
0a 
° t 
o 
cc W 
ný? 
ä i5 
n' m 
ö y 
cö 
' 
ýg 'i a U. 
y 
Q 'C cm Co C 
ß 
"C N 
y 
Co 
"N .. 
° 
py 
mN N {ý 
E 
bH 
N iý C 
ä 
N 
ýf 
Nm 
>C O 
fn C 
OO c C 
Z 
° 
:2 
` 
d 
O 
7 C 
C 
.2 
N 
:pE 
CL) N d 
=C G "N 
Cy NZ 
e 
"O 
ýj 
C 
'V 
LA N 
OC 
E d 
O0 
C N 
cm 
:0 
z ý 
e2 y 
"C 
jß cm d (n 2L 7U 
L M 
C '2 y 
NL ui 
N_O 
O 
0 
C 
ma 
G r 
- CM 
" 10 N .C ~ _ > f6 
. (V ý"ý 
f0 C 
Om 
f6 V- 
C 
>c 
N G 
fQ Q 
ý+ Nr 
OC 
y 
> 
O t7 
> 
OC 
= 
42 O y MU (1) O O C 
m tý 
E 
G) cm 0 t» C GO 'ý X m ý, 0 
f0 d "Ei 
m 
Co ý N C 
c 
C" 
+ N L' 
ca. G G O >. 
l0 c f2 N O G NC Cpppýýý Cp C G 
H 3. U cp CO CJ 
y ,d 
W ä wY d äý <0 äý C mö ( ä Co 
N d 
O 
ý 
N 'Q 
O+ O 
f+ Y d ý 
2 
Ö 
O y 
. a 
O 0 d 
C 
'OO 
C 
y 
CO 
G. 
20 ca m 
C 
N 
° J 
ýp Ü 
"tE 
U) E N 
c c 
_ La 
ca Co 12 aý 12 r Co 0 0 U) F S H ä 5 
y 
v 
> : Er 
A 
0 0 Z 0 ° 
L d Cl) 
Q Ü 
Z 
- 
1N 
C") -e Y'f t0 I-. Co Q1 
I'. 
w 
ä 
UU 
a 8 
N 
d 
I-; 
CIS 
b d 
N 
H 
G 
interpretation of empirical findings 318 
Generating and Evaluating Alternative Strategies for Closing the Gaps in Managerial 
Efficiency and Leadership Effectiveness 
As explained earlier, gaps in managerial `efficiency' and leadership `effectiveness' 
are expressed in terms of `importance gap' and `effectiveness gap' respectively. The 
gaps in `importance' and `effectiveness' are in turn measured in terms of `Best 
Practice Gap (BPG) Values. The Best Practice Gap (BPG) values for the four 
Leadership Practices are plotted against the Standard BPG-Curve in Graph 5.2 below, 
to help generate alternative strategies for closing the gaps. 
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Graph 5.2 
Identification of Areas for Improvement By Comparing Actual BPGs for Leadership Practices 
with the Standard BPG Curve 
Source Table 9.2 on Page 248- Leadership Practices: 1,2,3,4 
EX = Excellent; i= Importarme =Effdency,, e= Effectiveness 
Actual and Standard Category of Academic Quality Management Practices 
*-Standard BPG -Curve --0 - Leadership BPG Values 
The strategic relevance of the Standard BPG Curve is that, it enables Practices being 
evaluated to be immediately categorised into three groups: Satisfactory Practices 
(above the `zero-line'); Unsatisfactory Practices (below the `zero-line'); and Boarder- 
line Practices, which are neither `satisfactory nor unsatisfactory' (on the zero-line). 
The symbols used in Graph 5.2 are explained in Table 5.5 below. Graph 5.2, puts `il', 
which is the BPG (importance) Value of +9% for Leadership Practice #1 and IT - the 
BPG (importance) Value of +20% for Leadership Practice #2 - firmly in the 
satisfactory or positive-BPG zone above the zero line where `BEST' and 
`EXCELLENT' practices are located. 
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Table 5.5 
Understanding the Symbols Used 
c"ra" nccp_ec"A Tr Innz 
Practices i= importance gap = BPG 
(importance) 
e= effectiveness gap = 
BPG (effectiveness) 
Leadership Practices #1 ii el 
Leadership Practices #2 i2 e2 
Leadership Practices #3 i3 e3 
Leadership Practices #4 i4 e4 
However, `i3' and `i4' - the BPG (importance) Values for Leadership Practices #3 
and #4 respectively can be found in the unsatisfactory or negative-BPG zone - below 
the zero line - where `good' and `weak' practices are located - because the values are 
negative. With the exception of `el' value, which is just above the zero line, `e2', 
`e3', and `e4' values are `negative' and therefore located below the zero line, in the 
unsatisfactory zone. 
The strategic implication for assuming the philosophical stance of pragmatism and 
critical realism in this doctoral research study implies a pessimistic view is taken on 
the implications of these results, which confirm: 
" Leadership Practice #1 as a `Best Practice' and the remaining 
Leadership Practices #2, Leadership Practice #3, and Leadership Practice #4 as 
`Weak Practices, and suggest that, a number of alternative strategies for closing 
the perception gaps are needed. 
Generally, quality management practices with `positive' BPG Values need to be 
`sustained' or `improved' upon. Whereas, practices with `negative' BPG Values need 
to be `improved', `abandoned' or `replaced' by `new' Practices known to deliver 
superior performance results. For example: 
" Leadership Practice #1 needs to be `sustained' and/or `improved' upon; whereas 
Leadership Practices #2, Leadership Practice #3, and Leadership Practice #4 
may have to be 'abandoned, `improved'. It is also possible to `introduce' new 
practices, identified through internal and competitive benchmarking processes. 
Tables 5.6 below, throws more light on the alternative courses of action for 
Leadership Practice #1, Leadership Practice #2, Leadership Practice #3, and 
Leadership Practice #4, respectively. 
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Table 5.6 
Generating Alternative Strategies for Closing Best Practice Gans for Leadership Practices #1. #2. #3. #4 
Source: Osseo-Asare Jr.. 2003 
Table 5.6A - LEADERSHIP PRACTICE #1 
MANAGERIAL Importance Gap Effectiveness Gap 
LEADERSHIP BPGs ACTION BPGs ACTION 
Leadership BPG Value is SUSTAIN Level of BPG Value is IMPROVE Level of 
Practice#I - Positive i. e. +9%, Managerial Efficiency Positive i. e. +1%, Leadership 
which lies above the at BPG = +9%; by which lies just Effectiveness upwards 
MISSION, Zero-Line, in the maintaining the links above the Zero- from BPG = +I%; 
VISION, Best Practice Zone. between Mission, Line, in the Best through improved 
VALUES, Vision, Values, and Practice Zone. documentation and 
PRINCIPLES It means the general Principles. communication of 
Level of Managerial It is too close to Mission, Vision, 
Efficiency relating to OR the 'Boarder- Values, and Principles 
A this Practice is IMPROVE Managerial Line'. Urgent 
BEST `Satisfactory'. More Efficiency. Strengthen Action is required OR 
PRACTICE specifically, the the association between to prevent it from ABANDON the 
Managerial Mission, Vision, becoming a Weak Practice if it is no 
Efficiency is at a Values, and Principles - Practice. longer Cost-Effective, 
`Best Practice' Level. in order to raise the and/or INTRODUCE 
BPG Value from +9% NEW Practice 
Table 5.6B - LEADERSHIP PRACTICE #2 
MANAGERIAL Importance Gap Effectiveness Gap 
LEADERSHIP BPGs ACTION BPGs ACTION 
2 Leadership BPG Value is Positive REDUCE Current BPG Value is IMPROVE level of 
Practice #2 i. e. +20%, which lies above Levels of Negative i. e. - Leadership 
the Zero-Line in the Managerial 44%, which lies Effectiveness, as a 
INTERNAL AND Excellent Practice Zone. Efficiency to below the Zero- matter of urgency 
EXTERNAL OPTIMAL BPG line in the Weak because of the large 
COMMUNICATI It means the general Level Value for Practice Zone. 'negative' BPG value; 
ON of Managerial Efficiency Efficiency; by only if Practice has 
INFRASTRUCTU relating to this Practice is identifying potential; by personal 
RE 'Satisfactory'. More synergies in the and active involvement 
specifically, the use of Resources in effective 
Managerial Efficiency is at linked to communication of 
A an 'Excellent Practice' Maintenance and Policy, Strategy, 
WEAK Level - which may not Investment in Objectives and Targets 
PRACTICE represent an optimal result, Internal and to ensure Cost- 
and therefore cannot be External effectiveness of the 
sustained. Communication Practice. 
Infrastructure 
Table 5.6C - LEADERSHIP PRACTICE #3 
MANAGERIAL Importance Gap Effectiveness Ga 
LEADERSHIP BPGs ACTION BPGs ACTION 
3 Leadership Practice BPG Value is IMPROVE BPG Value is IMPROVE level of 
#3 Negative i. e. -22%, level of Negative i. e. - Leadership Effectiveness, 
which lies below the Leadership 32%, which lies as a matter of urgency 
STAFF Zero-line towards the Efficiency, by below the Zero- because of the large 
EMPOWERMENT, Lower-Boundary of personal and line in the Weak `negative' BPG value; only 
MOTIVATION, the Good Practice active Practice Zone. if Practice is Cost-effective 
LEADERSHIP. Zone. involvement in with the potential of 
Aligning delivering superior 
Quality Teaching and Research 
A Improvement Quality Improvement 
WEAK PRACTICE Policy, Results; by increasing staff 
Strategy, participation in key 
Objectives and improvement decisions, 
Targets to Staff and providing 
Performance opportunities for 
and Rewards. professional development 
and leadership training. 
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Table 5.6D - LEADERSHIP PRACTICE. #4 
MANAGERIAL Importance Gap Effectiveness Gap 
LEADERSHIP BPGs ACTION BPGs ACTION 
4 Leadership BPG Values is IMPROVE BPG Values is IMPROVE Effectiveness, 
Practice #4 Negative i. e. -53%, Managerial Negative i. e. - through personal and 
which lies below the Efficiency through 39%, which lies active involvement in 
STAFF Zero-line towards the `transformation' of below the Zero- supporting, encouraging 
SUPPORT, Lower-Boundary of Practice. Line in the Weak and rewarding Academic, 
ENCOURAGEME the Weak Practice Practice Zone. Administrative and 
NT, REWARDS. Zone. OR Support-service Staff in 
ABANDON This Poor Level of their efforts to sustain 
This Very Poor Level Practice. Leadership continuous improvement in 
A of Managerial Effectiveness; academic quality. 
WEAK Efficiency; should OR should be 
PRACTICE not be allowed. INTRODUCE improved as a OR 
New Practices matter of urgency. ABANDON Practice if not 
cost-effective. 
OR 
INTRODUCE New 
Practices identified by 
Internal and Competitive 
Benchmarking Projects 
and/or other initiatives 
Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
A major reason cited in this doctoral research study for difficulties in successfully 
implementing TQM and TQM-driven Excellence Models in a higher education 
environment, relates to the fact that TQM is a strategic quality management concept 
which requires `top-level management and leadership' to be success; as such it is bias 
towards what managers at the top or strategic level ought to do to ensure success. 
TQM and TQM-driven Excellence Models are therefore `weak' in explaining the 
`operational issues', which have the potential for making such models easier to 
understand and to implement. This section explains the linkage between the strategic 
implication of the Best Practice Gaps (BPGs) being `positive', `negative', or `zero', 
and operational issues which relate to specific tasks and activities. Figure 5.4 below, 
shows the link between `primary' and `secondary' critical success factors representing 
strategic issues; and also the between secondary critical success factors and teaching 
and research tasks or activities at the operating level. The linkages are explained by 
the assumptions derived from the concepts and principles emanating from the 
responses to the Questionnaire and Semi-structured Interviews. At the strategic 
quality management level, managers and leaders at the chancellery, deanery and 
heads of department have to decide on which strategic direction to take, following an 
evaluation exercise, which may reveal that, a particular quality management practice 
has: 
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A BPG Value is POSITIVE, which suggests that, the quality management practice in question has to be 
SUSTAINED and/or IMPROVED upon, in order to maintain its strategic position above the zero-line 
on the Standard BPG Curve; 
A BPG Value is NEGATIVE, which suggests that, the quality management practice in question has to 
be IMPROVED upon in order to raise its BPG Value upwards into the positive zone' above the zero- 
line on the Standard BPG Curve; ABANDONED and/or INTRODUCE a new practice known to have a 
positive' BPG Value, 
A BPG Value is ZERO, which suggests that, the quality management practice in question has to be 
IMPROVED upon, in order to raise its BPG Value upwards into the positive zone' above the zero-line 
on the Standard BPG Curve. 
After the strategic decision is make on what to do in terms of whether or not to 
`sustain', `improve', `abandon', or `introduce' a practice, the next logical step is to 
investigate the root causes of the BPG Results. This according to this researcher 
means returning to the empirical basis of the data collected by way of feedback; that 
linkage is provided via the secondary CSFs and the tasks and activities at the 
operating level. In this way `strategic issues' and `operational issues' are linked 
cyclically, through a top-down and bottom-up approach to quality management, in an 
ever-changing higher education environment (see Figure 5.4 below). 
Figure 5.4 
Linkage Between Primary and Secondary Critical Success Factors and Operating Tasks and Activities 
Source: Osseo-Asare Jr. 2003 
Definition of 
A Bottom-Up Approach to Creating an Inductive f....................................... ....... _.. ..... _..... _.......... 
Academic Quality 
Theory and Developing a Leadership Model and Excellence in 
terms of Teaching, 
Learning, 
Mission Scholarship, and 
[1.1] Research [1.1.1] 
[Several [Specific Teaching and Secondary Research Quality 
LEADERSHIP CSFs = Improvement and 
[1.0] Critical Management Tasks and Success Activities at the Operating 
[A Primary CSFJ 10 Factor] Level] 
"""-""""-- ---" -ºA Top-down Approach to ensuring Successful implementation of """"""""""""""""""""""-"` Model by strengthening the linkages between Strategic and 
Operational Factors 
This interpretation places emphasis on the need to regularly monitor changes in 
primary and secondary critical success factors to determine their relative `importance' 
and relative `effectiveness' in delivering expected improvement results through 
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successful implementation of the right mix of specific teaching and research tasks at 
the operating level. Table 5.7 below, further extends the interpretation offered in 
Figure 5.4 above by providing a framework for evaluating the strength of the 
association between strategic and operational factors, to encourage successful 
implementation of quality improvement models in a higher education environment. 
Each specific operational task making up a `process' needs to be evaluated 
independently to inform decision on `process redesign'. As will be expected the 
evaluation criteria will be in terms of relative `importance' and `effectiveness' to 
ensure constancy of purpose. 
Table 5.7 
Operational Significance of Best Practice Gans: - Linking Strategic Leadership Factors with Operational Practices 
Source: Osseo-Asare Jr.. 2003 
Secondary CSFs Related Leadership Practices Specific Operational Practices Which Need to be Evaluated 
1 Mission [1.11 Definition of Academic Quality and Excellence in terms of Teaching and Research 
2 Vision 1.2 Explicit Statement of Vision underpinned by Explicit Mission Statements 
3 Values [1.31 Integration of Personal and Institutional Values 
4 Principles [1.41 Principles underpinned by Values and Beliefs 
5 Internal Communication Infrastructure [2.1] Integration of Formal and Informal Structures 
6 External Communication Infrastructure 2.2 Integration of Internal and External Reporting Structures to ensure Consistency 
7 Staff Empowerment [3.11 Frequency of elegation of Authority and Leadership Training 
8 Staff Motivation 3.2 Recognition and Reward for Staff and Team Contribution to Quality Improvement 
9 Staff Support 4.1 Clarification of Ob'ectives and Targets and Continuous Flow of Input Resources 
10 Staff Encouragement 4.2 Resolving Staff-Staff and Staff-Students Complaints 
11 Staff Rewards 4.3 Operating a Fair Performance-related Reward Systems 
12 Policy [5.1 1, Regulations underpinned by Values and Pnnci les 
13 Strategy [5.2], Strategic Choices underpinned by Values and Principles 
14 Objectives and Targets [5.3] Based on reliable Data, relevant Information, Intelligence and Knowledge 
15 ownership of Processes 6.1 Matching Job Description with Job Specifications 
16 improvement of Processes 6.2 Reliability of Tangible and Intangible Measures of Process Improvement 
17 Data .1 
Accuracy, Reliability and Timeliness of Data from Multiple Sources 
18 Information .2 Relevance to Teaching and Research Quality Improvement Decisions 
19 Intelligence .3 As a Means for Sustaining Competitive Advantage 
20 Knowled e r7.41 I As a Means for Sustaining Competitive Advantage 
The `bottom-up' consideration is based on the need for performance results on a 
particular teaching and research quality improvement task to feedback into the 
processes for monitoring both primary and secondary CSFs. We can infer from Figure 
5.4 and Table 5.7 above, that, defining academic quality and excellence narrowly in 
terms of `Teaching' and excluding `learning', `scholarship' and `research' has the 
tendency of making the `mission' objective of achieving academic excellence by 
sustaining continuous improvement in academic quality simply `rhetorical'. A narrow 
definition does not represent a holistic and integrated attempt by the chancellery, 
deanery and heads of department to achieve `real' or `sustainable' quality 
improvement in Teaching, Learning, Scholarship and Research. 
Osseo-asare jr., a. e. (2004) chapter five 323 
interpretation of empirical findings 324 
Data, Information, Intelligence, Knowledge Management for Quality 
The philosophical and empirical assumptions outlined earlier, suggest that, accurate, 
reliable raw data needs to be collected on both ad hoc and continuous basis, and 
processed into relevant and timely information for decision-making, which will form 
the basis for obtaining intelligence for gaining and sustaining competitive advantage. 
The knowledge gained from several years of gathering and using intelligence needs to 
be effectively management, as a strategic resource for achieving excellent individual 
and institutional performance results. There is therefore an urgent need to develop a 
holistic and integrated approach to knowledge management for effective management 
of teaching and research quality improvement, in order to sustain academic 
excellence. Figure 5.5 below, shows `seven' secondary critical success factors (CSFs) 
linked to `INFORMATION' as the primary critical success factor. These factors are: 
(1) Information Infrastructure, (2) Stakeholder Feedback, (3) Funding and other 
Teaching and Research Resources, (4) Strategic and Operational Quality Planning 
and Control, (5) Process Performance Management, (6) Staff and other Institutional 
Performance Management, (7) Students and other External Stakeholders 
Performance Management. 
Figure 5.5 
Seven Secondary Critical Success Factors Linked to Information as the Primary Critical Success Factor 
Source: Osseo-Asare Jr. 2003 
Direct Data Capture on Ad Hoc and ........... "..... ........ Continuous Basis; through Internal ^". 
and External STAKEHOLDERS STAFF & other Survey, Focus Groups [7] 
INSTITUTIONAL 
"ý 
Performance and Results Management 
"ý [3.1; 3.2; 4.1; 4.2; 4.3; 6.1; 6.2]; 
Integrated Management and FUNDING STUDENTS, 
Marketing INFORMATION And other Teaching and Research GOVERNMENT, Potential INFRASTRUCTURE Resources Acquisition, Allocation EMPLOYERS and other [1,2,3,5,6,7] 
and Utilisation External STAKEHOLDERS 
Performance Results 
Management 
PROCESS 
STRATEGIC and Performance and Results 
OPERATIONAL - Teaching and Management 
Research Quality Improvement 16.1: 6.21 
Planning and Control Processes `+f 
[5.1; 5.2; 5.3] 
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The source of the `seven' secondary CSFs can be traced by the `codes' under each 
CSF in Figure 5.5 above, which are linked to Leadership Practice #2 and Policy and 
Strategy Practice #3 (see Table 5.8 below). 
Table 5.8 
Source of Secondary Critical Success Factors linked Information 
Critical Success Factor Source - see codes under Appendix C3a, C3b, C5 
I Information Infrastructure 1,2,3,5,6,7 
2 Internal and External Stakeholders 7.1; 7.2; 7.3; 7.4 
3 Strategic and Operational 5.1; 5.2; 5.3 
4 Funding and other Resources 12.1; 12.2; 13.1; 13.2; 13.3 
5 Staff and other Institutional 3.1; 3.2; 4.1; 4.2; 4.3; 6.1; 6.2 
6 Students, Government, 17.1; 17.2; 18.1; 18.2 
7 Process Performance & Results 6.1; 6.2 
It is perhaps worth noting here that, the EFQM Excellence Model - unlike the 
MBNQA Model - does not directly categorise `Information' as an enabler criteria 
even though it recognises its strategic importance for planning, control and decision- 
making. 
Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
(BPGs) for Efficiency and Effectiveness 
Figure 5.5 above, provides a multi-dimensional framework for effective management 
of data, information, intelligence and knowledge relating to teaching and research 
quality improvement. The `arrows' represent `probabilistic causal relationships 
between dimensions, and the `dotted lines' represent probabilistic associations, which 
may be moving in one direction or in both directions. The framework suggests that: 
Formal and Informal Structures at Strategic and Operational levels of 
management and leadership, need to be integrated, for efficient and effective 
management of reliable data on Teaching and Research Quality Improvement, 
" Data should come from both internal and external sources; 
. Data should be collected on 'ad hoc' and 'continuous' basis; 
Data collected should inform decisions on: diversification of sources of Teaching 
and Research Funding; and efficient allocation of funding to dedicated staff, who 
can effect improvements in core processes, which are known to deliver real 
improvements in students, government, staff, and institutional performance 
results. 
Table 5.9 below, shows that: 
The BPG (importance) for Leadership Practice #2 is positive' and the 
corresponding BPG (effectiveness) is 'negative'. 
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" For Policy and Strategy Practice #3, the BPG (importance) and BPG 
(effectiveness) are both `negative'. 
Table 5.9 
Generating Alternative Strategies for Closing Best Practice Gans for Leadership Practices #2. and Policy and Strategy Practice 
#3 Linked to Data. Information. Intelligence, and Knowledge on Quality Improvement 
Source: Osseo-Asare Jr.. 2003 
Table 5.9A - LEADERSHIP PRACTICE #2 
Importance Gap Effectiveness Gap 
Practice BPGs ACTION BPGs ACTION 
Leadership Practice BPG Value is Positive REDUCE Efficiency BPG Value is IMPROVE level of 
#2 i. e. +20%, and lies in the Level to OPTIMAL Negative i. e. -44%, Effectiveness, as a matter 
Excellent Practice Zone. Level, by identifying which lies below the of urgency; by personal 
INTERNAL AND synergies in the use Zero-line in the and active involvement in 
EXTERNAL Resource Efficiency is at an of Resources linked Weak Practice Zone. discouraging 
ANAGEMENT AND 'Excellent Practice' Level - to Data, Information, Management By 
MARKETING which may not represent an Intelligence, and Misinformation; and 
INFORMATION optimal result, and therefore Knowledge promoting Management 
INFRASTRUCTURE cannot be sustained. Management By Fact. 
A 
WEAK PRACTICE 
Table 5.9B - POLICY AND STRATEGY #3 
Importance Gap Effectiveness Gap 
Practice BPGs ACTION BPGs ACTION 
2 Policy and Strategy BPG Value is Negative IMPROVE level BPG Value is Negative i. e. IMPROVE level of 
Practice #3 i. e. -8°%, which lies in of Efficiency, by -25%, which lies in the Effectiveness, as a the Good Practice improving the Weak Practice Zone. matter of urgency 
DATA, INFORMATION, Zone. accuracy, because of the large 
INTELLIGENCE, reliability and 'negative' BPG value 
KNOWLEDGE. timeliness of Data 
and relevancy of 
Information for OR 
Quality 
Improvement 
Decision-making, ABANDON Practice if 
at both strategic not Cost-effective; 
and operational and/or 
levels. 
OR 
A 
WEAK PRACTICE INTRODUCE new 
Practices known to 
deliver superior 
Teaching and 
Research Quality 
Improvement Results 
- Teaching Quality Assessment (TQA) 
Results, and Research 
Assessment Exercise 
(RAE) Results. 
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The strategic implication of these results is that, Leadership Practice #2 and Policy 
and Strategy Practice #3 are both `Weak Practices', which need to be `improved' 
upon or `abandoned'. 
Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
The fact that these results have been derived from quality management practices 
relating to `leadership' and `policy and strategy', confirms the link between these two 
factors, and suggests that, data, information, intelligence and knowledge, play a 
central role managerial `efficiency' and leadership `effectiveness'. 
In order to close the gaps in both managerial `efficiency' and leadership 
`effectiveness', Table 5.10 below provides a link between the strategic options 
emanating from the Best Practice Gaps (BPGs) and the specific tasks and activities at 
the operating level. Table 5.10 also provides a framework for assessing the strength of 
the association between strategic and operational factors, to ensure successful 
implementation of any selected teaching and research quality improvement strategies. 
Table 5.1 
Linking Strategic with Operational Factors Relating to Data. Information. Intelligence and Knowledge Management 
Source: Osseo-Asare Jr., 2003 
MIS = ManaPement infnrmntinn Cvcteme" f cm = rvgt; rni C--cc Part- 
Secondary CSFs Specific Operational Practices Which Need to be Examined 
I Information Infrastructure Effectiveness of Marketing Information and Intelligence Systems as 
integral parts of MIS 
2 Stakeholder Feedback Effectiveness of Questionnaire and Interview Plans 
3 Funding and other Resources Efficiency of Funding Allocation for Teaching and Research 
4 Operational Quality Planning 
and Control 
Extent of Deviation from Improvement Objectives and Targets 
5 Process Performance 
Management 
Gap between Process Improvement and Students' Satisfaction 
6 Staff and other Institutional 
Performance 
Research Assessment Exercise (RAE) Results 
7 Students and other External 
Stakeholders 
Teaching Quality Assessment (TQA) Results 
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Funding and other Resources for Teaching and Research Quality 
The need to address the issue of funding and other resources for teaching and research 
quality improvement activities underpins the philosophical and empirical assumptions 
outlined in this thesis. This research study identified `seven' secondary critical 
success factors associated with funding for teaching and research quality 
improvement. Appendix C3b Numbers (28 - 34) identifies these factors as follows: 
(1) Creating Synergies, (2) Sustaining Synergies, (3) Identifying Areas of Weaknesses 
Needing Funding, (4) Diversification of Sources of Funding, (5) Acquisition of Funds, 
(6) Allocation of Funds, (7) Utilisation of Funds. Figure 5.6 below, shows the link 
between these factors; the `arrows' depict probabilistic causality, and the `dotted' 
lines probable associations which may be moving in `one' or `both' directions. The 
`codes' under each secondary CSFs helped to trace the origin of the factor, and how it 
is linked to Resources and Partnership Practices #1, #2, and #3; and other primary 
critical success factors, such as `LEADERSHIP' and `INFORMATION' (see Figure 
5.6). 
Figure 5.6 
Seven Secondary Critical Success Factors Linked to Funding for Teaching and Research Quality as the Primary Critical Success Factor 
Source: Osseo-Asare Jr. 2003 
Data, Information. Intelligence, and 
Knowledge on Teaching, Learning and 
Scholarship Quality Improvement 
Requirements [2.1; 7.1] 
DELIBERATE 
FUNDING POLICY & 
STRATEGY 
For Creating and Sustaining 
SYNERGIES [ 11.1; 11.2] 
COLLABORATION 
In EFFICIENT Use of Teaching and Research 
Resources - Inter-Departmental, Inter-School, Inter- 
Universities, Based on Similarity of Mission, Vision, 
Values, Principles, Policy, Strategy, Objectives and 
Targets [ 12.1; 12.2. ] 
DELIBERATE 
Financial Objective and Target 
BALANCING BUDGETS 
In line with ACCOUNTABILITY to STAKEHOLDERS 
[26,281 
Data, Information, Intelligence, and 
Knowledge on Learning. Scholarship and 
Research Quality Improvement Requirements 
[2.1,7.1] 
PARTNERSHIPS 
An EFFECTIVE Management of Financial Risk and 
Uncertainty; Based on mutual agreement between 
partners from both the Private and Public Sector of the 
Economy - local, regional, national, and international. 
[12.1; 12.2.21 
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Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
(BPGs) for Efficiency and Effectiveness 
Figure 5.7 above is a further development of Figure 4.7. It provides a multi- 
dimensional framework for efficient management of funding and other resources for 
effective teaching and research quality management. It suggests that: 
Chancellery, Deanery, and Heads of Department, need to agree on the Funding Requirements for 
sustaining Teaching and Research Quality Improvement over 3-5 year period, using reliable Data, 
relevant Information, Intelligence and Knowledge on Best Practices. Reaching an agreement should be 
seen as an integral part of the Strategic Quality Planning Process, leading to formulation of deliberate 
Policy and Strategy for acquiring the desired level of funding from diverse sources - including mutually 
beneficial Collaboration and Partnership relationships. Value for Money and Cost Effectiveness should 
be the foundation for `Accountability' to Stakeholders, and require financially prudence through 
effective management of Cash Balances and Budgetary Deficits. 
Table 4.5 presented in Chapter Four shows a `negative' BPG (importance) for 
Resources and Partnership Practice #1, and `positive' values for Practices #2 and #3 
are `positive'. The corresponding BPG (effectiveness) values for all three practices 
are `negative'. The strategic implication of the BPG Values is that Resources and 
Partnership Practices #1 and #2 are both `Weak Practices', whereas practice #3 is a 
`Good Practice'; which suggest that, alternative strategies for closing the perception 
gaps should be generated and evaluated for implementation. These alternative courses 
of action are outlined in below in Table 5.11, for three all Resources and Partnership 
Practices. For example, although the overall results for Practice #1 indicates that it is a 
`weak' practice, the individual BPG values indicate that, some specific tasks, 
activities or processes within Practice #1 are `good' and can be improved in order to 
transform the overall results into a `best' or `excellent' practice. This is the 
philosophy for improvement being put forward by the `notion' of Best Practice Gaps. 
Table 5.11 
Generating Alternative Strategies for Closing Best Practice Gaps for Resources and Partnership Practices C. #2. #3 
Source: Based on Table 4.5 
Tahla 5 11A- RESOURCES AND PARTNERSHIP PRACTICE #1 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
Resources and BPG Value is Negative IMPROVE BPG Value is Negative i. e. - IMPROVE level of 
Partnership Practice i. e: 15°%, which lies in the Efficiency 63%, which lies in the WEAK Effectiveness, as a matter 
#1 GOOD Practice Zone. Level, by Practice Zone. of urgency; through tighter 
identifying Budgetary Controls. 
CREATING AND It means Funding and Synergies in It indicates Misappropriation of 
SUSTAINING other Resources for Budgetary Budgetary Allocations, and OR 
SYNERGIES Teaching and Research Allocations for therefore lack of Accountability ABANDON Practice if not 
Efficiency are at the Teaching, Cost-effective; and/or 
'Good Practice' Level. Learning, 
A Scholarship, INTRODUCE new 
WEAK PRACTICE and Research Practices 
Activities. 
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Table 5.11B - RESOURCES AND PARTNFRSI-1IP PRACTTCF 117 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
2 Resources and BPG Value is IMPROVE BPG Value is Negative IMPROVE level of 
Partnership Practice #2 Positive i. e. +4%, level of i. e. -56%, which lies in Effectiveness, as a 
which lies in the Efficiency, by the WEAK Practice matter of urgency 
DIVERSIFICATION BEST Practice ensuring that Zone. because of the large 
OF SOURCES OF Zone. Collaboration 'negative' BPG 
FUNDING and Partnership value 
Relationships The large negative BPG 
are: mutually (effectiveness) value is OR 
beneficial, an indication that the ABANDON 
legally binding, Practice is not 'Cost- Practice if Practice 
A direct and Effective' and therefore a has no potential; 
WEAK PRACTICE active drain on the Budget and/or 
involvement of 
leadership at OR 
the INTRODUCE new 
Chancellery, Practices known to 
Deanery and be cost-effective, 
Heads of and leads to 
Departments. increased levels of 
Funding for 
Teaching and 
Research Quality 
Improvement. 
Table 5.1 1R- RESOURCES AND PARTNFRSHTP PR ACTTCF it? 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
3 Resources and BPG Value is IMPROVE BPG Value is Negative IMPROVE level of 
Partnership Practice #3 Positive i. e. +6%, level of i. e. -20%, which lies in Cost- Effectiveness 
which lies in the Efficiency, by the GOOD Practice 
ACQUISITION, BEST Practice improving the Zone. OR 
ALLOCATION, Zone. Quality of ABANDON 
UTILISATION OF Collaborators Practice if not Cost- 
FUNDS and Partners. effective; and/or 
OR 
INTRODUCE new 
Practices known to 
A deliver superior 
GOOD PRACTICE Teaching and 
Research Quality 
Improvement 
Results. 
Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
Table 5.12 below, provides typical examples of specific tasks and activities at the 
operational levels, linked to the `seven' secondary critical success factors (CSFs). 
These are examples of `weak' areas of practice, which need serious consideration by 
managers and leaders at the chancellery, deanery and heads of department. They 
reinforce the belief fact that, funding underpins other resources for teaching and 
research quality improvement. Table 5.13 below, links the secondary CSFs) to the 
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specific tasks and activities at the operating level; and also provides a framework for 
evaluating the strength of the association between strategic and operational factors. 
Table 5.12 
Operational Areas of Serious Concern to Strategic and Operational Decision-Makers in Higher Education 
Source: Based on Resources and Partnership Practices #1. #2, #3 
1. Increased funding is needed to improve Teaching Methods to help less motivated Students with low Entry 
Standards and those with Disabilities move from surface-learning to deep-learning - in line with the Government's 
Agenda for Widening Participation [12.1.2] 
2. The need for increased funding to support Scholarly Activities of Teachers who are not research-active, but have 
the potential to improve the research ranking of their department [12.1.3] 
3. Increased funding for regular maintenance and continuous investment in Teaching and Research infrastructure in 
order to sustain teaching and research quality improvement [12.1.4] 
4. Increased funding in support of efforts to identify and effectively integrate Academic, Administration, and 
Support-service areas to ensure cost-effectiveness and value for many operations [12.1.5] 
5. Collaboration with Further and other Higher Educational Institutions with shared Mission; Government 
Departments - including the QAA and HEFCE; and other local, regional, national and international Public Sector 
organisations [ 12.2. ] 
6. Partnerships with local, regional, national, and international Private Sector Organisations in support of Masters, 
Doctoral and Post-doctoral Programmes and Professorships in applied research [12.2.2] 
7. Justification of Strategic Quality Improvement Plans based on Institutional and Departmental Funding priorities, 
and realistic achievable Teaching and Research Quality Improvement Objectives and Targets linked to Funding 
priorities [13.1.2] 
8. Robust Defence of Long and Short-term Spending Plans relating to Teaching and Research; backed by realistic 3- 
5 year Cash Flow Forecasts [13.1.3] 
9. Implementation of an Open Bidding Process for Funds under explicit conditions [13.2.2] 
10. Implementing less bureaucratic Teaching and Research Budget Centres comprising of Cost Units, Revenue Units, 
Profit Units working as a Team, for efficient funding allocation and utilisation to enhance accountability [13.3.1] 
11. Activity-based Costing is most appropriate for costing Teaching and Research Quality Improvement Activities for 
effective management of Teaching and Research Overheads [13.3.21 
12. Correct timing of decisions to discontinue a Programme or an improvement initiative because of continuous lose of 
teaching and research revenue [16.1.2] 
13. Effective management of Budgetary Deficits by ensuring budgetary allocations are linked to viable projects 
[16.2.2] 
14. Effective integration of Short-term and Long-term Teaching and Research Quality Improvement Plans, to prevent 
misappropriation of resources and missed opportunities [28.1.2] 
Table 5.13 
Linking Strategic with Operational Factors Relating to Data Information. Intelligence and Knowledge Management 
Source: Osseo-Asare Jr.. 2003 
Secondary CSFs Related Leadership Practices Specific Operational Practices Which Need to be Examined 
1 Creating Synergies Deliberate Policies and Strategies for improving Efficiency in Funding Allocation 
2 Sustaining Synergies Effective Interface Management to ensure Cost-Effectiveness of Provisions 
3 Identifying Areas of Weaknesses Needing Funding Effective Management of Overheads Using ABC Systems 
4 Diversification of Sources of Funding Management of Collaboration and Partnership Relationships 
5 Acquisition of Funds Teaching and Research Infrastructure for Staff and Students with Disability 
6 Allocation of Funds Effective Management of Teaching and Research Budget Centres 
7 Utilisation of Funds Effective Management of Cash Balances 
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Academic, Administrative, and Support-service Staff Performance, Results and 
Rewards Management for Academic Quality 
This sub-section brings together quality management practices associated with `four' 
primary critical success factors (CSFs): (1) Staff Management, (2) Staff Results, (3) 
Policy and Strategy, and (4) Leadership Practices, under one `enabler' criterion for 
preserving institutional autonomy: Staff Performance, Results and Rewards 
Management. This is based on the empirical evidence from in this research study, 
which suggest that, a probabilistic causal relationship exist between these primary 
CSFs, by way of similarity in specific tasks and activities performed under each of the 
secondary CSFs at the operational level of management. Appendix C3b identified 31 
secondary CSFs associated with the 4 primary CSFs: staff management, staff results, 
policy and strategy, and leadership. The 31 secondary CSFs are presented as an 
aggregate of `nine' areas of concern, in Figure 5.7 below. 
Figure 5.7 
Seven Secondary Critical Success Factors Linked to Staff Performance Management as the Primary Critical Success Factor 
Source: Osseo-Asare Jr. 2003 
Staff Recognition, Appraisal, Rewards 
[4.3; 10.3; 15.2; 22.1; 22.2] 
Staff Empowerment, Motivation, Support, 
Encouragement [3.1; 3.2; 4.1; 4.2; 10.1; 
10.2; 27.11 .......... Ownership of 
Processes 
[6.1; 9.1; 9.2] 
JOB DESCRIPTION, PROFESSIONAL, INTELLECTUAL 
JOB SPECIFICATION CAPITAL AND FREEDON 
[8.1; 8.2; 15.1] [25.1; 25.2] 
Sustainability of 
Continuous Process 
Performance 
Improvement 
t Participation in Key Decision-Making [16.2; 16.2] F Processes [20.1; 20.2; 21.1; 21.2] 
Health and Safety, Environmental 
Concerns, Social Responsibility Issues 
[23.1; 23.2; 24.1] 
The origins of the 31 `secondary' critical success factors (CSFs) can be traced using 
the `codes' under each CSF in Figure 5.7 above, which are linked to the 4 `primary' 
critical success factors. The `arrows' represent `probabilistic causal relationships 
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between dimensions, and the `dotted lines' represent probabilistic associations, which 
may be moving in one direction or in both directions. 
Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
for Efficiency and Effectiveness 
Figure 5.7 above, provides a multi-factor framework for efficient management of staff 
performance, results and reward systems. The framework suggests that: 
Job Descriptions should explicitly describe the actual tasks and activities to be performed by Staff as 
individuals and as members of the Teaching and Research Quality Improvement Team. It is in the 
long-term interest of Staff and the Institution to ensure that the requirements or specifications for 
completing a task or activity efficiently and effectively are accurately matched with individual skills, 
knowledge, and experience. Staff with the right skills, knowledge and experience, should not be seen as 
a `cost' but valued as `intellectual capital' to be empowered through ownership of processes for 
sustaining delivery of world-class performance results; active participation in process improvement 
decisions; and recognized and rewarded for achieving agreed departmental and institutional 
performance results. 
Table 5.14 below, suggests alternative strategies for closing the Best Practice Gaps 
(BPG) linked to the enabler criterion: `Staff Performance, Results and Rewards 
Management'. As expected it combines the relevant BPGs for staff management, staff 
results, policy and strategy, and leadership. 
Table 5.14 
Generating Alternative Strategies for Closing Best Practice Gaps for Staff Performance and Results Management Practices 
Source: Osseo-Asare Jr.. 2003 
Table 5.14A - STAFF MANAGEMENT PRACTICE #1 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
Staff Results Practice BPG Value is Negative IMPROVE BPG Value is Negative i. e. - IMPROVE Effectiveness, #1 i. e. -8%, and lies in the Efficiency 65%, which lies in the WEAK as a matter of urgency, 
GOOD Practice Zone. Level, by Practice Zone. through Process 
ensuring that Ownership. 
STAFF Managerial Efficiency is Job 
PERFORMANCE, at the 'Good Practice' Descriptions OR 
POLICY AND Level. Match Person ABANDON Practice if not 
STRATEGY Specifications Cost-effective; and/or 
for a particular 
Teaching and OR 
A Research INTRODUCE 
WEAK PRACTICE Task or New Practices 
Activity 
Table 5.14B - STAFF MANAGEMENT PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
2 Staff Results Practice BPG Value is Negative IMPROVE BPG Value is Negative i. e. - IMPROVE Effectiveness, #2 i. e. -6%, and lies in the Efficiency, by 63%, which lies In the WEAK by addressing Staff 
GOOD Practice Zone. using Staff Practice Zone. Welfare Issues. 
STAFF ideas and 
EMPOWERMENT Managerial Efficiency is suggestions to IMPROVE OR 
at the 'Good Practice' improve Effectiveness Level as a matter ABANDON Practice if not 
A Level. Processes. of urgency Cost-effective; and/or WEAK PRACTICE INTRODUCE New 
Practices 
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Table 5.14C - STAFF MANAGEMENT PRACTICE #3 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
3 Staff Results Practice BPG Value is Positive REDUCE BPG Value is Negative i. e. - IMPROVE level of #3 i. e. +16%, and lies in the Efficiency 68%, which lies in the WEAK Effectiveness, by Reducing 
EXCELLENT Practice Level to Practice Zone. the Cost of Bureaucracy 
STAFF SUPPORT, Zone. OPTIMAL, by through PROCESS 
MOTIVATION, Review of REDESIGN. 
REWARDS Managerial Efficiency is Teaching and IMPROVE Level of 
at the 'Excellent Practice' Research Effectiveness as a matter of OR 
Level, which may not be Funding urgency ABANDON Practice if not 
A sustainable. Allocations for Cost-effective; and/or 
WEAK PRACTICE Quality INTRODUCE New 
Improvement Practices 
Table 5.14D - STAFF RESLTS PRACTICE #1 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
4 Staff Results Practice BPG Value is Negative IMPROVE BPG Value is Negative I. e. - IMPROVE Effectiveness 
#1 i. e. -58%, and lies in the Efficiency 65%, which lies in the WEAK by ensuring that existing 
WEAK Practice Zone. Level, by Practice Zone. policy and strategy are 
IMPLEMENTING formal Review successfully implemented. 
EQUAL Managerial Efficiency of Staff 
OPPORTUNITY needs to be IMPROVED Recruitment IMPROVE Level of OR 
as a matter of urgency. Policy and Effectiveness as a matter of ABANDON Practice if not 
Strategy urgency Cost-effective; and/or 
A relating to INTRODUCE New 
WEAK PRACTICE issues of Practices 
Discrimination. 
Table 5.14E - STAFF RESULTS PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
5 Staff Results Practice BPG Value is Negative IMPROVE BPG Value is Negative I. e. - IMPROVE level of 
#2 i. e: 15%, and lies in the Efficiency 60%, which lies in the WEAK Effectiveness, by 
GOOD Practice Zone. Level, by Practice Zone. incorporating Staff Ideas 
STAFF Brainstorming into Improvement 
INVOLVEMENT Managerial Efficiency is Ideas with Decisions. 
at the 'Good Practice' Staff before IMPROVE Level of 
Level. final decisions Effectiveness as a matter of OR 
A are made. urgency ABANDON Practice if not 
WEAK PRACTICE Cost-effective; and/or 
INTRODUCE New 
Practices 
TabiA 514A - STAFF RESULTS PRACTICE #3 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
6 Staff Results Practice BPG Value is Negative IMPROVE BPG Value is Negative i. e. - IMPROVE level of 
#3 i. e. -53%, and lies in the Efficiency 54%, which lies in the WEAK Effectiveness, by WEAK Practice Zone. Level, by Practice Zone. strengthening the link 
STAFF Reviewing the between Process 
PERFORMANCE link between Redesign, Process 
AND REWARD Managerial Efficiency Staff IMPROVE Level of Performance, Staff 
SYSTEMS needs to be IMPROVED Performance Effectiveness or ABANDON Performance, and Staff 
or ABANDONED as a and Rewards Practice as a matter of Rewards. 
matter of urgency urgency. 
A OR OR 
WEAK PRACTICE ABANDON ABANDON or 
Practice INTRODUCE New 
Practice s 
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Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
Table 5.15 below outlines some of the key tasks and activities at the operating level 
that, should be reflected upon by managers and leadership at the strategic level, when 
brainstorming ideas and evaluating alternative courses of action for closing the Best 
Practice Gaps. Table 5.16 shows a framework for evaluating the strength of the 
association between strategic and operational factors in terms of their relative 
`importance' and relative `effectiveness'. 
Table 5.15 
Examples of Operational Tasks and Activities Linked to Primary and Secondary Critical Success Factors at the Strateeic Level 
Source: Based on Appendix A2 - Staff Management. Staff Results. Policy and Strategy, and Leadership Practices 
Effective Deployment of Quality Improvement Policy and Strategy [2.1.2] 
2. De-centralised Staff Development Budgetary Systems [3.1.3] 
3. Systems for addressing Staff Welfare issues [3.2.4] 
4. ICT Support for Teaching and Research Staff [4.1.2] 
5. Annual Staff Appraisals effectively linked to Promotions and Improvement in Staff 
Finances [4.3.2] 
6. Staff Retention strategy resulting in reductions in Staff Turnover and Staff-student 
ratios. [5.2.3] 
7. Job Specifications effectively matching individual ability with Task [6.1.2] 
8. Feedback from Students and Staff Surveys are effectively incorporated into Teaching and 
Research Quality Improvement Policies and Strategies [8.1.1] 
9. Incorporating staff experiences, ideas and suggestions in the process of improving Teaching 
Quality Assessment and Research Assessment Exercises Scores [9.1.1] 
10. Effective management of increasing workloads resulting from rising student numbers 
[10.2.2] 
11. Timely Promotion in line with career objectives of Teaching and Research Staff [10.3.2] 
12. Job Descriptions specifically assign particular task or activity to one individual but to a 
team, making it easier to know who exactly is doing what in a group situation [15.1.1] 
13. Staff involved in less important decisions, leaving them feeling isolated, frustrated, with 
little or no sense of achievement or value [21.2.2] 
14. Procedure for Performance Appraisal Systems (PAS) varied sufficiently to take account of 
the needs of Staff with disabilities in a work environment [22.1.3] 
15. Aggressive reporting of institutional activities to assist in the preservation and sustainability 
of natural resources - choice of transportation for staff and students, reduction of waste, 
economic usage of gas, water, electricity, recycling materials [23.1.2] 
16. Aggressive in adopting preventive measures to promote Health and Safety at Work [23.2.1] 
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17. Effective in the management of stress at work. Number of Days off Sick are effectively 
monitored and followed up for appropriate action to be taken, in order to control the 
negative impact of Absenteeism on Staff and Student Morale [23.2.2] 
18. Majority of Staff at all levels of management and leadership - with responsibility for 
Teaching and Research Quality Improvement - should belong to any reputable Professional 
Body promoting Teaching, Learning and Research Quality [25.1.1] 
19. Promotion of intellectual capital through knowledge and experience in integrated 
management and interface management -which are based on multiple disciplines [25.2.1] 
Table 5.16 
Linking Strategic with Operational Factors Relating to Staff Performance and Results Management 
Source: Osseo-Asare Jr.. 2003 
Secondary CSFs Related 
Leadership Practices 
Specific Operational Practices Which Need to be Examined 
I Job Descriptions Regular Review to reflect changes in Tasks and Activities 
2 Job Specifications Effective matching of Task Requirements and Staff Skills and 
Knowledge 
3 Professional Integrity Dealing issues of Diversity and Equality 
4 Intellectual Capital Multiple Disciplines for Effective Integration and Interface 
Management 
5 Intellectual Freedoms Integration of Individual and Institutional Ethical Policy and Strategy 
6 Ownership of Processes Integration of Formal and Informal Structures of Ownership 
7 Sustainability of Continuous 
Process Improvement 
Effectiveness of Process Improvement Policy and Strategy 
Deployment 
8 Participation in Key Improvement 
Decisions 
Level of Staff Participation and Involvement In Improvement 
Processes 
9 Staff Empowerment, Support, 
Encouragement 
Impact of Leadership Training on Staff Performance Results 
10 Health and Safety, Environmental 
Concerns 
Effective Management of Stress at Work 
11 Staff Performance Appraisal and 
Rewards 
Effectiveness of Decentralised Staff Development Budgetary 
Systems 
12 Staff Recognition and Rewards Effectiveness of Performance Related Rewards Systems 
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A Framework of Core Academic, Administrative, and Support-service Processes for 
Academic Quality 
This primary critical success factors represents an enabler-criterion, which integrates 
Process Management Practices #1, #2, and #3. The philosophical and empirical 
assumptions outlined earlier, suggest that process performance improvement and 
management are essential to the delivery of superior stakeholder results. The design 
of processes and the efficient and effective management of a framework of core 
processes are prerequisite to sustaining teaching and research quality improvement. 
Figure 5.8 below, identifies the building blocks of a `process' as tasks and activities. 
It also shows that a 'collection of processes' makes up a 'practice' and a 'collection of 
practices' makes up a 'function'. The achievement of real or measurable improvements 
in teaching and research processes require a logical definition of the boundaries of a 
`process' - this definition will also facilitate `Process Redesign'. From Figure 5.8 we 
can also see that, if a `task' is fundamentally not `important' the chances are that, 
`activities' and `processes' emanating from it will be corrupted and rendered 
ineffective in delivering desired levels of quality improvement. This is consistent with 
the philosophical and empirical assumption underpinning process performance 
improvement and management, developed in this doctoral research thesis. 
Figure 5.8 
THE MAJOR COMPONENTS OF A PROCESS - Based on a Holistic and Integrated Conception of a Process 
Source: Osseo-Asare Jr 2003 
TASK II TASK II TASK II TASK II TASK 
ACTIVITYACTIVITY ~ ~~ ~~ ACTIVITY 
PROCESS 1,1 PROCESS I 
... 
_I PROCESS 
A QUALITY 
MANGEMENT 
PRACTICE OR 
FUNCTION 
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From Appendix C3b we have identified 38 `core processes' each comprising of 
specific `tasks' and `activities'. These are linked to the secondary critical success 
factors, which in turn are associated with seven primary critical success factor. These 
are (1) Leadership, (2) Policy and Strategy, (3) Staff Management, (4) Resources and 
Partnership, (5) Students' Results, (6) Staff Results, (7) Society Results, and (8) 
Institutional Results - see Table 5.17 below, for the list of core processes. 
Table 5.17 
A Comprehensive List of Core Processes Linked to Primary Critical Success Factors 
Source: Based on Appendix C3a. C3b, C4. C5 
I. Process of redefining Academic Quality, Academic Excellence in terms of Teaching, Learning, Scholarship and 
Research [1.1.1; 1.1.2] 
2. Process of ensuring that Vision Statements are underpinned by Mission [1.2.1 ] 
3. Process of addressing issues of Diversity and Equality [1.3.1 ] 
4. Process of ensuring that Continuous Performance and Quality Improvement are achieved through Value for Money 
[1.4.1] 
5. Process of ensuring that Institutional Autonomy enhances Intellectual Freedoms [1.4.2] 
6. Process for effective deployment of Teaching and Research Quality Improvement Policy, Strategy, Objectives and 
Targets [2.1.2] 
7. Processes for Internal and External Transfer of Best Practices [2.2.1 ] 
8. Process for determining Leadership Training Gaps [3.1.4] 
9. Processes for addressing Staff welfare issues [3.2.4] 
10. Processes for Handling Staff-Student Complaints about Teaching and Learning Styles [4.2.1 ] 
11. Processes for efficient allocation of funding and other resources for Teaching and Research [5.2.2] 
12. Process for improving Teaching Quality Assessment (TQA) and Research Assessment Exercises (RAE) Scores 
[9.1.1] 
13. Process for delegating Authority and Responsibility to subordinate staff [9.1.2] 
14. Succession Planning Process [9.2.2] 
15. Process for managing increasing workloads [10.2.2] 
16. Process for formulating and implementing deliberate strategies for creating synergies [11.1.1 ] 
17. Process for effective management of interfaces between academic and administrative activities; teaching and 
research; and scholarship and research. [11.2.2] 
18. Process for helping students move from surface-learning to deep-learning [12.1.2] 
19. Process for effective integration of Academic, Administration, and Support-service areas [12.1.5] 
20. Process for effective management of Collaborative and Partnership arrangements [12.2.1] 
21. Process for rationalizing Teaching and Research priorities [13.2.1 1 
22. Process for Open Bidding Process for Funds under explicit conditions [13.2.2] 
23. Process for documenting Tasks and Activities to facilitate the use of Activity-based Costing Methods for effective 
management of Teaching and Research Overheads [13.3.2] 
24. Process for regular monitoring of tasks and activities [14.2.1] 
25. Process for managing frequent changes in management and leadership at all levels [16.1.1 ] 
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26. Process for effective management of serious academic offences and appeals relating to examinations and 
assignments results, and research supervision at undergraduate and post-graduate levels [17.2.3] 
27. Process for prioritising the needs and expectations of students, in the event of budgetary constraints [ 18.1.2] 
28. Process for designing Questionnaires to capture the real needs and expectations of Students and other external 
Stakeholders [19.1.1] 
29. Process for defining Teaching and Research Problems and Opportunities, and generating and evaluating alternative 
ways of solving a problem or taking advantage of an opportunity [21.1.1 ] 
30. Process for effective integration of Performance Appraisal System (PAS) and Performance Management System 
(PMS) [22.1.1] 
31. Process for reporting institutional activities relating to the preservation and sustainability of natural resources - 
choice of transportation for staff and students, reduction of waste, economic usage of gas, water, electricity, 
recycling materials [23.1.2] 
32. Process for effective management of stress at work. [23.2.2] 
33. Process for effective management of State Relations and Relationship with other External Stakeholders [24.1.1] 
34. Process for dealing with adverse impact of Widening Participation on Entry Standards; Standards of Awards; 
Employability of Graduate; Staff Teaching Practices and Staff Morale [24.1.2] 
35. Teaching and Research Quality Planning Processes [28.1.1] 
Figure 5.9 below, shows that, the `core processes' listed above under Table 5.17, 
relate to academic, administrative, and support-service functions in a higher education 
environment. It is based on the assumption that to be successful a model for 
sustaining academic quality must integrate quality improvement processes from all 
areas directly linked to academic activities. These `processes' are underpinned by 
systems thinking - which means each `process' transforms `input-resources' into 
`output-results'. 
Figure 5.9 
A Framework of Core Processes Derived from Pool of Tasks and Activities. and underainned by Systems Thinking 
Source: Osseo-Asare Jr. 2003 
POOL 
of Tasks, Activities, and Processes from 
different Primary Critical Success Factors: 
CORE PROCESSES 
I. Managerial Leadership; 
2. Data, Information, Intelligence, " Teaching Processes 
3. 
Knowledge; 
Funding and other Teaching and " Research Processes 
Research Resources; " Administrative 4. Staff Performance, Results and Processes Rewards Management; 
5. Process Performance Management; " Support-service 
6. Students Performance Results Processes Management; 
7. Government and other External " Departmental Processes 
Stakeholders' Performance Results 
" Institutional Processes Management; 
8. Institutional Performance Results 
Management. 
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Figure 5.9 is a further development of the framework for effective process 
management presented in Figure 4.8; it suggests that: 
The performance of Processes needs to be monitored regularly to ensure they are 
delivering superior results for students, government, potential employers, and for the 
institution itself. Effective monitoring of process performance requires that the design 
of new processes and/or resign of existing processes are carried out on the basis of 
reliable data, relevant information, and knowledge of the relative importance and 
relative effectiveness of the individual `tasks' and `activities' making up a `process'. 
Documentation of these tasks and activities should be categorised under the various 
secondary critical success factors, to facilitate internal transfer of best practices for 
sustain process improvement. Processes in the `pool' need to be evaluated using 
predetermined criteria, order to create a framework of integrated processes that are 
known to deliver significant improvement in teaching and research quality. 
Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
for Efficiency and Effectiveness 
Table 4.6 presented in Chapter Four shows that the BPG (importance) Values for 
Process Management Practice #1 and Practice #3 are `positive', and the value for 
Practice #2 is `negative'. The corresponding BPG (effectiveness) Values for all three 
practices are `negative'. The strategic implication of these results is that Practices #1, 
Practice #2 and Practice #3 are all examples of `Weak Practices'. Table 5.18 below 
identifies alternative strategies for closing the Best Practice Gaps for relative 
importance and relative effectiveness for Process Management Practices #1, Practice 
#2, and Practice #3. 
Table 5.18 
Generating Alternative Strategies for Closing Best Practice Gans for Process Management Practices #1. #2. #3 
Source: Osseo-Asare Jr.. 2003 
Tat, 1P 5.1 RA - PROCESS MANAGEMENT PRACTTCP 01 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
Process BPG Value is Negative IMPROVE BPG Value is Negative i. e. IMPROVE 
Management i. e. +4%, and lies in the Efficiency -60%, which lies in the Effectiveness, by 
Practice #1 BEST Practice Zone. Level, by WEAK Practice Zone. Reducing the Cost of 
identifying Bureaucracy through 
MAINTAINING A Managerial Efficiency Synergies in elimination of Tasks 
FRAMEWORK in evaluating between IMPROVE level of and Activities with the 
OF CORE Alternative Processes Core Effectiveness, as a matter of potential of weakening 
PROCESSES is at the 'Good Processes urgency the framework. 
Practice' Level. 
A 
WEAK 
PRACTICE 
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Table 5.18B - PROCESS MANAGEMENT PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
2 Process Management BPG Value is IMPROVE BPG Value is Negative IMPROVE 
Practice #2 Negative i. e. -3%, level of i. e. -60%, which lies in Effectiveness by 
which lies in the Efficiency, by the WEAK Practice matching Job 
GOOD Practice formal Zone. Description with 
Zone. Delegation of Person Specification 
Authority and 
PROCESS Responsibility 
OWNERSHIP FOR to Subordinate 
IMPROVEMENT Staff. 
OR 
IMPROVE level of 
A Leadership ABANDON 
WEAK PRACTICE Effectiveness, as a matter Practice if not Cost- 
of urgency because of effective; and/or 
the large `negative' BPG 
value 
OR 
INTRODUCE new 
Practices 
Table 5.18B - RESOURCES AND PARTNERSHIP PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
3 Process Management BPG Value is REDUCE level BPG Value is Negative IMPROVE 
Practice #3 Positive i. e. +16%, of Efficiency to i. e. -59%, which lies in Effectiveness by 
which lies in the an Optimal the WEAK Practice accuracy 
EXCELLENT Level to ensure Zone. Measurement of 
Practice Zone. Sustainable Process 
Performance Improvement 
Results. 
SUSTAINING 
CONTINUOUS 
PROCESS 
IMPROVEMENT 
This level of 
A Managerial OR 
WEAK PRACTICE Efficiency may IMPROVE level of ABANDON 
not be sustainable Leadership Practice if not Cost- 
and needs to be Effectiveness, as a matter effective; and/or 
reduced to an of urgency because of 
Optimal Level the large 'negative' BPG 
value 
OR 
INTRODUCE new 
Practices known to 
deliver superior 
Teaching and 
Research Quality 
Improvement 
Results. 
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Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
Table 5.19 below, provides a link between the strategic implication of the Best 
Practice Gaps (BPGs) and specific tasks and activities at the operating level. It also 
provides a framework for evaluating the strength of the association between the 
secondary critical success factors and tasks and activities at the operating level. The 
results of the evaluation will be useful in the design of new processes and resign of 
existing processes. 
Table 5.19 
Linking Strategic with Operational Factors Relating to Process Management 
Source: Osseo-Asare Jr.. 2003 
Secondary CSFs Related 
Leadership Practices 
Specific Operational Practices Which Need to 
be Examined 
1 Identifying and Selecting Core 
Processes 
Effective Documentation of Process 
Performance 
2 Maintaining Framework of 
Core Processes 
Regular Monitoring of Tasks and Activities 
under each Process 
3 Process Ownership by Staff Job Descriptions match Job Specification 
4 Process Improvement by Staff Linked to Successive improvement in TQA 
and RAE Results 
5 Sustaining Continuous Process 
Improvement 
Ensuring Cost-Effectiveness through Value 
for Money 
6 Process Design and Redesign Effectiveness in Reducing Workloads 
7 Staff Reward for Process 
Improvement 
Effective Management of Interfaces 
osseo-asare jr., a. e. (2004) chapter five 342 
interpretation of empirical findings 343 
B. Improving the Efficiency and Effectiveness of 'Accountability' Criteria 
Empirical evidence provided by this doctoral research study suggest, that 
`accountability' to internal and external stakeholder is the best possible means for 
sustaining intellectual freedoms and institutional autonomy. It represents the other end 
of a `weighing scale' and helps achieve a strategic balance between competing means 
and conflicting stakeholder demand. This section will outline the alternative 
strategies for closing the Best Practice Gaps (BPGs) relating to the following three 
'accountability criteria: (1) students' results; (2) government and other external 
stakeholders' results; and (3) institutional results. Before doing that, an argument in 
support of a model that satisfies the needs and expectations of both internal and 
external stakeholders is established. Analysis of the responses to Questionnaire Part 
Three on a Survey of Stakeholders in UK Higher Education suggests that, there are 
many internal and external stakeholder groups in UK higher education, and that these 
stakeholder groups have diverse needs and expectations. It demands that the critical 
success factors associated with stakeholder results are constantly monitored to 
determine changes in their long-term interest in the survival of the systems of higher 
education, power to influence the quality of teaching and research, and benefits 
derived from higher education provision by each stakeholder group. Figure 5.10 
confirms there are four key stakeholder groups in UK higher education. These are: 
. Academic and non-academic STAFF in management and leadership positions, 
" The GOVERNMENT acting through the Department of Education and Skills 
(DfES), and agencies such as the Quality Assurance Agency (QAA) and the 
Higher Education Funding Council for England (HEFCE); 
" Potential Employers; and 
" STUDENT of all categories. 
Figure 5.10 
Key Stakeholder Groups in UK Higher Education 
Source: Osseo-Asare 2003 
INTERNAL STAKEHOLDER 
GROUP 
EXTERNAL STAKEHOLDER 
GROUP 
" Teaching Staff 
10 THE DUAL 
ROLE OF " Students - undergraduates 
" Research Staff STUDENTS " QAA 
" Research Students - staff " HEFCE 
" Administrative Staff 
As `internal' " Department of Education and 
" Support-service Staff and 
`external' Skills 
" Others stakeholders " Potential Employers 
" Others 
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Figure 5.10 above suggest that `students' play a dual role. First, as part of the general 
system of interest they may be seen as internal stakeholders whose contribution to 
identifying area of teaching and research activities needs to be valued. This is 
exemplified by the role played by doctoral research students. Second, as external 
stakeholders in the specific system of interest, they are customers who are paying for 
a service as such they are remotely attached to the operational activities of particular 
institutions, and therefore able to demand whatever they want - this is exemplified by 
the role played by undergraduate students. 
Figure 5.11 below suggest that, there is an urgent need to balance the `power', 
`interests', `contributions', and `benefits' of key stakeholders through harmonization 
and effective integration of their needs and expectations. 
Figure 5.11 
Balancing the Needs and Expectations of Internal and External Stakeholders in UK Higher Education 
Source: Osseo-Asare Jr. (2003) 
STAFF NEEDS AND 
EXPECTATIONS 
I STUDENTS NEEDS AND 
EXPECTATIONS 
" Regulations and Procedures [17.1] 
" Complaints, Appeals and Offences 
[17.2] 
" Satisfaction Surveys [18.1] 
" Delight Surveys [18.2] 
" Feedback Methodologies [19.1] 
" Improvement Policy and Strategy 
Formulation [19.2] 
" Discrimination [20.1] 
" Participation [20.2] 
" Decision Making Processes [21.1] 
" Level of Involvement [21.2] 
. Performance Appraisal Systems 
[22.1] 
. Linkage Between Performance and 
Reward [22.2] 
GOVERNMENT, AND OTHER 
ESTERNAL STAKEHOLDERS' 
NEEDS AND EXPECTATIONS 
" Environmental Concerns [23.1] 
" Health and Safety [23.2] 
" Social Re-engineering [24.1] 
" Economic Regeneration [24.2] 
" Professionalism [25.1] 
" Intellectual Capital [25.2] 
INSTITUTIONAL NEEDS AND 
EXPECTATIONS 
" Teaching and Research Budget 
and Assessment Results [26.1; 
26.2] 
" Staff Motivation [27.1] 
" Students Learning Experience 
[27.2] 
" Liquidity Problems [28.1] 
" Investment in Teaching and 
Research Infrastructure [28.2] 
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From the view point of a critical realist and a pragmatist, the `right thing to do' in an 
environment of scarce funding and other teaching and research resources is not to 
give false impression of what an institutions can do. The right thing is to be explicitly 
clear on what the strengths and weaknesses are in the face of declining opportunities 
and increasing threats - this calls for effective collaboration and partnership 
relationships based on mutual understanding of the needs and expectations of each 
stakeholder group. 
Students' Performance Results Management 
Appendix C3b identifies five secondary critical success factors associated with 
students' results: (1) Policy and Strategy, (2) Complaints, (3) Pastoral Care, (4) 
Feedback Mechanisms, (5) Students' Needs and Expectations. Figure 5.12 below, 
places emphasis on the need for deliberate teaching and research quality improvement 
policies and strategies, to aim first at `satisfying' students before `delighting' them, in 
order to avoid paying lip-service to students legitimate demands. In the long-term it is 
more prudent to let students know which demands can or cannot be met. 
Figure 5.12 
Seven Secondary Critical Success Factors Linked to Students' Results Management as the Primary Critical Success Factor Source: Osseo-Asare Jr. 2003 
Data, Information, Intelligence, and 
Knowledge on Students' Needs and 
Expectations [17.2.3; 18.1.1; 19.1.1; 19.1.2 
49.2.1) 
DELIBERATE 
POLICY & STRATEGY 
To Balance Students' Satisfaction and 
Delight [18.2.1] 
STUDENTS' 
DELIGHT 
Teaching and Research 
STUDENTS' Performance Results 
Exceeding Students 
SATISFACTION Needs and Expectations 
Matching Teaching and [18.1.2; 18.2.1] 
Research Performance 
Results with Students' 
Needs [18.1.2; 18.2.1] 
1° PRIORITY 2' PRIORITY 
(Long-Term Objective) (Short-Tenn Objective) 
The source of the `five' secondary critical success factors (CSFs) can be traced by the 
`codes' under each CSF in Figure 5.12 above, which are linked to Students Results 
Management Practices #1, #2, and #3; and other primary critical success factors, such 
as `leadership', `policy and strategy', and `information'. Figure 5.12, provides a 
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multi-dimensional framework for efficient management of students' performance 
results; it suggests that: 
Chancellery, Deanery, and Heads of Department, need to agree on the Funding 
Requirements for sustaining Students Satisfaction and Delight, based on reliable 
Data, relevant Information, Intelligence and Knowledge of available and expected 
funding allocations. The objectives include maintaining required staff-student ratios, 
reducing work-loads, providing effective pastoral care, and motivating students in 
order to improve their individual performance results, and to increase student 
retention and completion rates. 
Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
for Efficiency and Effectiveness 
The Best Practice Gap (BPG) Values for Students' Results Management Practices #1, 
#2, and #3 are all examples of `weak' practices. Table 5.20 below, suggests 
alternative strategies for closing the efficiency and effectiveness gaps. 
Table 5.20 
Generating Alternative Strategies for Closing Best Practice Gans for Students' Results Management Practices #1. #2. #3 
Source: Based on Table 4.7 in Chapter Four 
Table 5.20A- STUDENTS' RESULTS MANAGEMENT PRACTICE #1 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
Students' Results BPG is Positive IMPROVE BPG is Negative i. e. -50%, IMPROVE 
Practice #1 i. e. +9%, BEST Efficiency WEAK Practice Zone. Effectiveness, as a 
Practice Zone. Level, by matter of urgency; by 
MONITORING incorporating acting on complaints 
AND Resource Efficiency is students' soon as all relevant 
ADDRESSING at the 'Best Practice' feedback information are 
STUDENTS' Level. into available. 
COMPLAINTS improvement 
decisions 
A OR 
WEAK ABANDON Practice if 
PRACTICE not Cost-effective; 
and/or 
Table 5.2013 - STUDENTS' RESULTS MANAGEMENT PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
2 Students' Results BPG is Negative IMPROVE BPG is Negative i. e. - IMPROVE Practice #2 i. e. -46%, WEAK level of 40%, WEAK Practice Effectiveness by 
Practice Zone. Efficiency, by Zone. prioritising 
STUDENTS' maintaining objectives and 
SATISFACTION AND regular contacts targets 
DELIGHT with students 
through 
A effective 
WEAK PRACTICE internal and OR 
external ABANDON 
communicating Practice if not Cost- 
systems. effective; and/or 
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Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
3 Students Results BPG Value is IMPROVE BPG Value is Negative IMPROVE level of Practice #3 Negative i. e. - level of i. e. -60%, which lies in Cost- Effectiveness 15%, which lies in Efficiency, by the WEAK Practice in Matching 
the Good Practice setting and Zone. Teaching and 
Zone. communicating Research 
INCORPORATING realistic and Performance Results 
STUDENTS' RESULTS achievable with Students Needs 
INTO improvement and Expectations 
IMPROVEMENTS objectives and 
targets. 
A OR 
WEAKL PRACTICE ABANDON 
Practice if not Cost- 
effective; and/or 
OR 
INTRODUCE new 
Practices 
Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
Table 5.21 below, provides a link between the strategic implication of the Best 
Practice Gaps (BPGs) and specific tasks and activities at the operating level. It also 
provides a list of 11 key operational tasks and activities that academic quality 
management strategist need to concern themselves with in order to maintain a student- 
centred approach to teaching and research quality management. Table 5.22 below, 
which is derived from Table 5.21, provides a framework for assessing the strength of 
the linkages between strategic and operational factors. 
Table 5.21 
Kev Operational Tasks and Activities of Concern to Academic Quality Management Strategist 
Source: Based on Appendices C3. C4. C5 
1. Clarity of Regulations for undergraduate students [17.1.1] 
2. Variation of Regulations to meet the need of the diverse student population. To do this 
effectively requires input from Teaching and Research Staff, Administrative and Support- 
service Staff, and representative of Students' Unions [17.1.2] 
3. Harmonisation of Complaints Procedures to make them less bureaucratic [17.2.1] 
4. Pastoral Care Systems to deal effectively with areas students are most interested in, such as: 
students fmances, staff-students relationships, health and safety, socialisation - including 
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anxieties and fears of students in particular the young, disabled, from overseas, with 
language difficulties [17.2.2] 
5. Effective management of serious academic offences and appeals relating to examinations 
and assignments results, and research supervision at undergraduate and post-graduate levels 
[17.2.3] 
6. Incorporating Results from Students Satisfaction Surveys into improvement policy and 
strategy on timely basis [18.1.1] 
7. Prioritising the needs and expectations of students [18.1.2] 
8. Matching and Exceeding students expectations, in order to satisfy and to delight Students 
where possible [ 18.2. ] 
9. Questionnaires designed to capture the real needs and expectations of Students [19.1.1] 
10. Helping Students to effectively articulate their needs and expectations [19.1.2] 
11. Timely Review of Teaching and Research Quality Improvement Policy and Strategy to 
allow for integration of intended strategy with emergent strategy [ 19.2. ] 
Table 5.22 
Linking Strategic with Operational Factors Relating to Data, Information, Intelligence, and Knowledge Management 
Source: Osseo-Asare Jr.. 2003 
Secondary CSFs Related 
Leadership Practices 
Specific Operational Practices Which Need to 
be Examined 
1 Policy and Strategy Clarity and Variability of Rules and Regulations 
for the diverse range of Students 
2 Complaints Cost-effectiveness of Complaints and Appeals 
Procedures 
3 Pastoral Care Extent to which Students Needs and 
Expectations are met 
4 Feedback Mechanisms Timely and Effective Action on Feedback 
5 Students' Needs and 
Expectations 
Effectively Balancing Students' Satisfaction and 
Delight 
osseo-asarejr., a. e. (20(4) chapter five 348 
interpretation of empirical findings 349 
Government and Other External Stakeholders' Results Management 
The Government remains the main financier of publicly funded higher education 
institutions. Its demands for performance and quality improvement are channelled 
through the Department for Education and Skills and agencies such as the Quality 
Assurance Agency (QAA) and the Higher Education Funding Councils (HEFCs). 
Therefore, by meeting the improvement requirements of these stakeholders, higher 
education institutions are also meeting the funding requirements of the Government. 
Third parties such as professional and accreditation bodies, assess institutional 
performance on the basis of institutions' ability to meet government requirements in 
addition to other specialist requirements. This means, a Good Teaching Quality 
Assessment (TQA) and Research Assessment Exercise (RAE) results, serve a dual 
purpose; first, meeting the funding requirements of the Government and the 
performance requirements of third parties in particular accreditation bodies and other 
professional bodies. The recent introduction of a model for `Institutional Review' by 
the QAA suggests that, the Government intends to strength its mechanism for indirect 
assessment of the quality of management and leadership in UK HEIs by direct 
assessment of the quality of teaching and research. As at now the Government does 
not have the appropriate mechanism for directly assessing management and leadership 
performance that is similar to TQM-based Excellence Models. The model developed 
in this doctoral research study may provide an answer to that problem. 
An evaluation of the extent to which Government Policy and Strategy for Higher 
Education impacts on Academic Quality Improvement Policy and Strategy, confirms 
that, Government direct or indirect action impacts to varying degree on the quality 
management practices in higher education. It also suggests that, higher education 
institutions with similar missions, can act collectively to influence Government Policy 
and Strategy in their favour. From Appendix C3b, we have identified `nine' key areas 
of concern for strategic quality planners in higher education - these areas are shown in 
Figure 5.13 below, which suggest that: 
Government Policy and Strategy for Higher Education implemented by the 
Department of Education and Skills, the Quality Assurance Agency for Higher 
Education and the Higher Education Funding Councils for England, Scotland, Wales 
and Northern Ireland, focuses on particular areas of mission more than other areas, 
for the purpose of selective funding allocation. It is therefore in the strategic interest 
of institutions to seek to effectively manage a portfolio of mission areas comprising of 
Teaching, Learning, Research and Scholarship - rather than focus on one area which 
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may only be beneficial in the short-run - because of the strong linkage between these 
academic activities. This requires recruitment and retention of research-active 
teachers who can enhance the learning experiences of students and at the same time 
participate actively in scholarly activities in support of research and teaching; 
through a framework of core processes well designed, systematically selected, and 
known to deliver significant improvements in Students Satisfaction and other 
stakeholders results. 
Fieure 5.13 
Key Areas of Concern for Strategic Academic Quality Planners in UK HEIs 
Source: Based on Appendices C3. C4. C5. C6 
Learning Quality 
Improvement 
Policy, Strategy, 
Objectives, and 
Targets 
UK 
GOVERNMENT 
ACTIONS 
Department of 
Education and Skill; 
QAA; 
HEFCE. 
Teaching Quality 
Improvement 
Policy, Strategy, 
Objectives, and 
Targets 
[5,8,26,27,28] 
MISSION, 
VISSION, 
VALUES, 
PRINCIPLES 
[1.1; 1.2; 1.3; 
1.41 
Research Quality 
Improvement 
Policy, Strategy, 
Objectives, and 
Targets 
[5,8,26,27,28] 
Scholarship Quality 
Improvement 
Policy, Strategy, 
Objectives, and 
Targets 
[5,8,26,27,28] 
INTERNAL AND 
EXTERNAL 
COMMUNICATION 
INFRASTRUCTURE 
[2.1; 2.2] 
Teaching and Research STAFF 
Performance, Results, Rewards 
Management 
[3,4,8,9,10,20,21,221 
STUDENTS, SOCIETY 
RESULTS 
Management 
[7,17,18,19,23,24,25] 
PROCESS Performance 
Improvement and Management 
[6,11,12,13,14,15,16] 
Table 5.23 below, shows how shift in Government Policy and Strategy for higher 
education affects `six' main areas of academic quality management - evaluated in this 
doctoral research thesis. These key areas were identified from Appendix C5, and the 
intended and emerging strategies relate to the strategic impact of recent Government 
Policy and Strategy for Higher Education. The Government White Paper on the 
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Future of Higher Education in the United Kingdom, suggests, the Government intends 
to strengthen its relationship with publicly funded higher education institutions, 
students and employers in order to achieve its political, economic, and social 
objectives (DfES, 2003). Table 5.23 also provides a framework for assessing the 
strategic impact of Government action on inactive o institutional efforts to improve 
the quality of teaching, learning, research and scholarship. 
Table 5.23 
Impact of Government Action on Institutional Quality Improvement Strategies 
Source: Based on Appendix C3. C4. C5. C6 
+ White Parsee ++ OAA Model. +++ HEFCE Funding Allocation. ++++ RAF. Review 
Key Areas of Concern Intended - Emerging Strategic Direction 
1 Mission, Vision, Values, Increasing Selectivity in Funding Allocation suggest Integration of 
Principles [1.1; 1.2; 1.3; Teaching, Learning, Scholarship and Research: +, +++ 
1.4] 
2 Internal and External Increasing focus on Reliability of Public Information suggests 
Communication integration of internal and external reporting systems to ensure 
Infrastructure [2.1; 2.2] Accountability to both Staff, Students, Government, Employers, 
Society and other External Stakeholders, in support of efforts to 
diversify Sources of Funding: +, ++, +++ 
3 Teaching and Research Increasing pressure from the Government, Trade Unions and 
Staff Performance and Society, edging institutions to promote Collective Consultation, 
Results Management [3, suggest the need for institutions to seek to meet the needs of both 
4,8,9,10,20,21,22] Internal and External Stakeholders simultaneously in a fair 
manner. +, ++++ 
4 Teaching ad Research QAA's Institutional Review Model for Teaching Quality 
Quality Improvement Assessing and HEFCE's Model for Research Quality Assessment 
Policy, Strategy, are increasing focusing on evidence based approach to quality 
Objectives, and Targets management; which suggests that teaching and research quality 
[5,8,26,27,28] improvement policies, strategies, objectives and targets, need to be 
stated explicitly, more than ever. ++, ++++ 
5 Process Performance Increasing focus of External Quality Assessment Models on 
Management [6,11,12, Process Improvement at the expense of Input-Resources, suggests 
13,14,15,16] institutions need to effectively integrate input-resources with 
processes in order to deliver excellent output-results. +, ++, +++, 
++++ 
6 Students, Society Results Increasing emphasis on reliability of information made available 
Management [7,17,18, to Students and the general Public, suggests that institutions need 
19,23,24,25] to have in place an integrated Management and Marketing 
Information Systems for effective Internal and External Reporting. 
+, ++, +++, ++++ 
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Key Institutional Performance Results Management 
The assumptions outlined in this thesis clearly suggest that the adoption of a holistic 
and integrated model for sustaining quality improvement in UK HEIs requires a 
balanced mix of financial and non-financial institutional performance measures which 
ensures that planned expenditure on teaching and research does not exceed planned 
teaching and research incomes. Appendix C3b identifies `three' secondary critical 
success factors associated with institutional performance results: (1) Balancing 
Incomes and Expenditure Budgets for Teaching and Research, (2) Maintaining 
appropriate Staff-Student Ratios, and (3) Sustaining Funding Increases for Teaching 
and Research - shown in Figure 5.14 below. 
Figure 5.14 
Secondary Critical Success Factors linked to Effective Management of Institutional Results 
Source: Osseo-Asare Jr. 2003 
Data, Information, Intelligence, and 
Knowledge on Expected Levels of Teaching 
and Learning, INCOMES and Improvement 
----- Requirements [26,27,281 
DELIBERATE 
L---ý Financial Objective and Target 
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AND 
RESEARCH 
Students Budget 
[26,27,28] 
BALANCING 
INCOME 
AND 
EXPENDITURE 
BUDGETS 
Staff-Student Ratio 
[26,27,28] 
Data, Information, Intelligence, and 
Knowledge on Expected Levels of Research 
and Scholarship INCOMES and Improvement 
Requirements [26,27,28] 
DELIBERATE POLICY 
AND STRATEGY ON 
EXPENDITURE 
ON TEACHING 
AND 
RESEARCH 
Staff Budget 
[26,27,28] 
The source of the `three' secondary CSFs can be traced by the `codes' under each 
CSF in Figure 5.14 above, which are linked to Institutional Results Practices #1, #2, 
and #3; and other primary critical success factors, such as `leadership', `information', 
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`funding', `staff management', students' results, and `government results'. What 
Figure 5.14 above suggests is that: 
Planned levels of Teaching and Research Quality improvement should match required 
levels of teaching and research incomes and funding; to ensure that, expected levels 
of improvement are actually achieved. The levels of expected incomes and funding, 
and predetermined levels of improvement should be based on reliable Data, relevant 
Information, Intelligence and Knowledge. The objective is to ensure that statements of 
intent are not expressed as statements of practice, and that, the principles of 
accountability to stakeholders are upheld. 
Generating and Evaluating Alternative Strategies for Closing the Best Practice Gaps 
for E cienc' and Effectiveness 
The Best Practice Gap (BPG) Values for the three Institutional Results Practices, 
suggest that Practice #1, #2, and #3 are examples of `weak' practices. Table 5.24 
below, generates alternative strategies for closing the BPG Gaps. 
Table 5.24 
Generating Alternative Strategies for Closing Best Practice Gans for Institutional Results Practices #1. #2 #3 
Source: Based on Table 4.10 
Tnhlr S 24A - INST! TIJTIONAI. RFSSüi. TS PRArTV`R i! 1 
Importance Gap Effectiveness Gap 
PRACTICES BPGs ACTION BPGs ACTION 
Institutional Results BPG is Positive i. e. +16%, REDUCE BPG BPG Value is Negative i. e. - IMPROVE Effectiveness, Practice #1 and lies in the to Optimal 65%, which lies in the WEAK through Cost-Effectiveness EXCELLENT Practice Efficiency Practice Zone. and Budgetary Controls. 
BALANCED Zone. Level, by 
BUDGETS implementing a OR 
Managerial Efficiency balanced mix of IMPROVE level of ABANDON Practice if not 
may not be sustainable at financial and Effectiveness, as a matter of Cost-effective; and/or A this Level of Excellence. non-financial urgency. INTRODUCE new practice 
WEAK PRACTICE performance 
measures. 
Table 5.24B - INSTITUTIONAL RESULTS PRACTICE #2 
Importance Gap Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
2 Institutional Results BPG Value is IMPROVE level BPG Value is Negative I. e. IMPROVE 
Practice #2 Negative i. e. -46%, of Efficiency, by -60%, which lies in the Effectiveness, by 
which Ges in the ensuring that WEAK Practice Zone. ensuring the Teaching 
STAFF-STUDENT RATIOS WEAK Practice Forecast of and Research Quality 
Zone. Teaching and Improvement 
A Research Objectives and 
WEAK PRACTICE Incomes and IMPROVE level of Targets are Realistic, 
Funding are Effectiveness, as a matter Achievable and 
based on of urgency justified by 
accurate data Expenditure. 
and relevant 
information. OR 
ABANDON Practice if 
not Cost-effective; 
and/or 
OR 
INTRODUCE new 
Practices 
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Importance Ga Effectiveness Gap 
PRACTICE BPGs ACTION BPGs ACTION 
3 Institutional Results BPG Value is IMPROVE level BPG Value is Negative i. e. IMPROVE 
Practice #3 Positive i. e. +1%, of Efficiency, by -49%, which lies in the Effectiveness based 
which lies in the aggressive WEAK Practice Zone. on track record of SUSTAINING FUNDING BEST Practice defence of Cost-Effectiveness 
INCREASES Zone. Planned and Value for Money 
Expenditure 
A Budgets. OR 
WEAK PRACTICE ABANDON Practice if 
not Cost-effective; 
and/or 
OR 
INTRODUCE new 
Practices 
Establishing a Link between Strategic Issues and Operational Factors to facilitate 
Implementation of Best Practices 
Table 5.25 below, provides a link between the strategic implication of the Best 
Practice Gaps (BPGs) and specific tasks and activities at the operating level. It also 
provides a framework for evaluating the strength of the association between strategic 
and operational factors. 
Table 5.25 
Linking Strategic with Operational Factors Relating to Institutional Results Management 
Source: Osseo-Asare Jr.. 2003 
Secondary Critical Success Specific Operational Practices Which 
Factors Need to be Examined 
I Teaching and Research Using a Balanced set of Financial and Non- 
Performance Measure financial Performance Measures 
2 Track Record of Balancing Trends in meeting Teaching and Research 
Budgets Budgets - Staff-Student Ratios 
3 Extent of Deviations from Gaps in Planned and Actual Performance 
Improvement Objectives Results - TQA, RAE Results 
4 Maintenance and Investment in Value of Teaching and Research 
Infrastructure Infrastructure Funding Backlogs 
5 Dealing with Liquidity Problems Accuracy and Reliability of Cash flow 
Forecasts 
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Summary of Theory Creation and How the Theory can be used to Improve the 
Efficiency and Effectiveness ofAutonomy and Accountability Criteria 
First, the theory created in Section [5.1 ] comprises of the three main component parts 
9 24 concepts and principles in Table 5.2 on page 302, 
" 16 assumptions presented on pages 304 - 306; 
"A statement of theory and definition of terms of reference, which relates the 
theory to the 'autonomy' and 'accountability' criteria. 
These component parts of the theory were derived from the associations between 
CSFs and best practices in Appendices C3, C4, C5, and C6. The process of theory 
creation has been described as 'inductive' because it is based on 'meaning' grounded 
in the empirical relationships identified in this study between CSFs and best 
practices. Second, the notion of 'best practice gaps' (BPGs) was introduced as a tool 
for generating alternative strategies for closing perception gaps. The strategic 
implications of the 'three' possible BPG-values are outlined below: 
"A positive' BPG-value suggests the quality management practice being evaluated 
is both 'efcient' and 'effective' in delivering sustained improvement in teaching 
and research quality. The alternative strategies for closing any perception gap 
are 'maintain' andlor 'improve' on current practice. 
"A 'negative' BPG-value suggests the practice is not 'efficient' and 'effective' 
therefore 'improve' or 'abandon' practice and/or 'introduce' a new practice. 
"A 'zero' BPG-value suggests the quality management practice is both moderately 
'ef cient' and 'effective' therefore needs to be 'improved'. 'abandoned, and/or 
'introduce' new practice. 
Finally, in order to achieve the primary research objective of developing an 
alternative model for academic quality management, this section further developed 
the frameworks for effective management of 'autonomy' and 'accountability' criteria 
into a number of 'secondary models or 'building blocks' for the final model. We 
therefore have 'five' building blocks for autonomy criteria and 'three' for 
'accountability criteria as listed under Figure 5.2, and summarised below: 
Autonomy Criteria: (1) managerial leadership; (2) data, information; (3) Funding; 
(4) staff management; (5) framework of core processes. Accountability Criteria: (1) 
students' results; (2) government results and (3) institutional results. 
The next section combines these 'building blocks' into the final model in order to 
achieve the primary doctoral research objective. 
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Si 
Development of an Alternative 
Model for Sustaining Academic 
Quality Improvement 
"The mission of the Quality Assurance Agency for Higher Education is to promote public confidence 
that quality of provision and standards of awards in higher education are being safeguarded and 
enhanced. The Agency does this by ... promulgating codes of practice and examples of good practice. " 
(QAA, 2002b: i) 
F- I 
-LL his section combines the building blocks developed in Section [5.1] into a 
'composite' or holistic and integrated model for quality in higher education. The 
model is structured on two sets of criteria: the `autonomy' and `accountability 
criteria'. The philosophical and empirical assumptions behind the model have been 
described previously, but the key question is `how the model can help sustain 
academic quality improvement'. This is achieved through the application of `six' key 
principles derived from the various frameworks for effective management of the 
primary CSFs identified in this thesis. These principles are outlined as follows: 
1. Managerial leadership at the chancellery, deanery, and heads of departments need to 
determine departmental and institutional teaching and research quality improvement results - for instance, Teaching Quality Assessment (TQA) and Research Assessment Exercise (RAE) 
Results - it is aiming for from its Academic Quality Improvement Policy and Strategy; 
2. Teaching and Research Quality Improvement Policy, Strategy, Objectives and Targets should 
be determined using accurate and reliable data, relevant information, intelligence and 
knowledge gained overtime; 
3. Acquisition, allocation, and utilisation of Funding and other resources in support of Teaching, 
Learning, Scholarship and Research, should be effectively planned for proactively, and not 
left to chance, taking into account elements of risk and uncertainty in relation to the cost of 
capital; 
4. Efficient funding allocation and utilisation depends on retention of dedicated and well 
motivated teaching and research staff, supported by administrative and support-service staff 
who are equally motivated and empowered to sustain process improvement; 
5. Design of Processes should be based on systematic identification, evaluation, selection and 
implementation of quality improvement tasks and activities, that have been proven to deliver 
significant improvement in students, government, potential employers, staff, and other internal 
and external stakeholder performance results; 
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6. Performance Gaps based on the notion of Best Practice Gaps (BPGs) should be acted upon 
on retrospectives and prospectively through a feedback and feed forward mechanism, to 
ensure rapid response to changes in critical success factors in the internal, external and 
competitive environment in which institutions operate. 
These `six' principles are consistent with the RADAR principles derived from 
Deming's PDCA cycle, which is at the heart of the EFQM Excellence Model. The 
first acronym 'RADAR' stands for R= results, A= approach, D= deploy, A= assess, 
and R= review; and the second acronym PDCA' stands for P= plan, D= do, C= 
check, and A= act. The above six principles is inspired by both the RADAR and 
PDCA principles because they place emphasis on deliberate planning through setting 
realistic objectives, deployment of approaches based on a framework of core 
processes proven to deliver superior results, and assessment and review of 
performance results. 
5.2.1. The Model Structure 
The model in Figure 5.15 below is a diagrammatic representation the final model 
comprising of `eight' main criteria that are separated into two main groups, 
autonomy-criteria and accountability-criteria: 
" The 'five' autonomy-criteria comprise of. managerial leadership (1), data, information, 
intelligence, and knowledge (2), funding and other resources (3), staff performance and rewards 
management (4), and process performance management (5). They represent the things higher 
education institutions need to efficiently and effectively manage in order to meet the requirements 
of the autonomy-criteria. 
The 'three' accountability-criteria comprise of Students Results (6), Government Results (7), and 
Institutional Results (8). They represent the things higher education institutions need to efficiently 
and effectively manage in order to meet the requirements of the accountability-criteria. 
Other 'accountability' criteria notably staff results and process results are considered 
to be part of Staff and Process Performance Management respectively. The 
`autonomy' criterion `Data and Information' reinforces the theme of innovation and 
learning through retrospective and prospective approaches consistent with feedback 
and feed-forward mechanisms respectively - represented in Figure 5.15 by the `dotted 
lines'. The model depicts an approach to quality improvement based on systems 
thinking, with mechanisms for feeding back and forwards. The arrows depict a 
thought process or mindset in constant motion not static, responding to changes in the 
external environment in a planned continuous manner not ad hoc and unplanned - 
the goal is to sustain academic quality improvement and not one off excellent results. 
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5.2.2. The 'Model' as a 'Tool' for Self-assessment in UK Higher Education 
The model in Figure 5.15 according to the definition of the term 'model' used in this 
thesis is an abstract representation of the reality prevailing in UK higher education 
institutions based on the empirical research data. The model can be transformed into a 
'tool or technique' for self-assessing the quality of teaching and research in individual 
institutions - at both macro and micro levels. To facilitate the process of transforming 
the 'model' into an assessment 'tool', Table 5.26 below, provides a checklist of the 
model's main and subsidiary assessment criteria. 
Table 5.26 
Check List of Main and Subsidiary Critical Success Factors 
Source: Based on Appendices C3, C4. C5 
MAIN CRITERION 
Primary Critical Success Factors 
[Appendix C3aj 
SUB-CRITERION 
Key Secondary Success Factors 
[Appendix C3b, C4, C5] 
Mission, Vision, Values, Principles, Policy, Strategy, Objectives, Targets 
1 Managerial Leadership for Internal and External Communication Infrastructure 
Academic Quality Management Staff Empowerment Motivation, Leadership, Support, Encouragement, Recognition and Rewards 
Dealing with issues of Diversity and Equality 
Managers in Leadership position Process Ownership and Improvement 
combine efficiency and Data, Information, Intelligence, Knowledge-Based Decision-making 
effectiveness by doing the right Academic Freedom and Institutional Autonomy things right first time Continuous Improvement through Value for Money 
Vision of National and International Academic Excellence through Academic Quality 
Data, Information, Intelligencel Knowledge-Based Decision-making 
2 Data, Information, Intelligence, Deployment of Quality Improvement Policy and Strategy 
Knowledge for Academic Dedicated Marketing Department leading communication of brand and reputation 
Quality Management Systems for capturing feedback from students, staff and other internal and external stakeholders 
Implementing an Open Two-way Communication Policy and Strategy Teaching and Research Quality Cross-Institutional Networks for sharing Best Practices improvement Policy, Strategy, 
T 
Networks for Internal Transfer of Best Practices argets are Objectives and 
li bl d t l d t 
ICT infrastructure for academic and administrative operations on re a e a a, re evan base 
intelli ti n ence nd f i 
Regular Maintenance and Increased Investment in ICT infrastructure g , orma o a n knowledge 
Development of a Learning and Knowledge Institution, Society and Economy 
ICT Support for Teaching and Research Staff 
Creatin and ing Synergies 
3 Funding and other Resources Funding to support Professional Development of Staff 
for Teaching and Research Acquisition of Funds 
Quality Management Efficient Allocation of Funds for Teaching and Research Quality Improvement 
Utilisation of Funds linked to degree of certainty about Funding and Staff Levels Ensuring there is continuous flow Diversification of Sources of Funding 
of Funding and other Resources 
f Pl dT 
Teaching and Research Areas of Weaknesses Needing Funding anne in support o eaching 
earch Quality dR 
Strong Budgetary Support 
an es 
improvement activities 
Decentralised Staff Development Budgetary Systems 
Management of Students and Staff Finances 
Staff Performance Appraisal Systems 
4 Staff Performance, Results, Staff Empowerment 
and Rewards Management or Staff Support 
Academic Quality Management Im lementi E ual Opportunity and other and Anti-discrimination Policy and Strategy 
Level of Staff Involvement and Participation in setting Improvement Objectives and Targets Retaining a well motivated 
dN i d i A d 
Linkage between Staff Performance and Reward Systems c an on-aca em em ca c 
kill ith th dk l St ff d 
Staff Policy and Strategy 
w es an now a e ge 
to ensure Continuous Process 
Staff Leadershi Traini and Develo ment 
Improvements 
Staff Motivation through Participation in key Improvement Decisions 
Staff Rewards 
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Table 5.26 - CONTINUATION 
Check List of Main and Subsidiary Critical Success Factors 
Source: Based on Appendices C3. C4. C5 
MAIN CRITERION 
Primary Critical Success Factors 
(Appendix C3a 
SUB-CRITERION 
Key Secondary Success Factors 
[Appendix C3b, C4, C5 
Maintaining the Framework of Core Processes 
5 Process Performance and Identifying and Selecting Core Processes 
Results Management for Process Ownership for Improvement 
Academic Quality Job Descriptions 
Staff Re nition and Rewards 
Maintaining a framework of well Continuity of Process Improvements 
designed core Processes known Sustainability of Continuous Process Improvement to deliver superior internal and Processes for Supporting and Addressing Staff Welfare Issues 
external Stakeholder Results Effective Documentation of Processes to enhance Process Des n 
Incorporating Students' Results into Improvement Activities 
6 Students Performance Results Regulations and Procedures 
Management Monitoring and Addressing Students' Complaints, Appeals and Offences 
Students Satisfaction Surveys 
Ensuring that Teaching and Students Delight Surveys 
Research Performance Results Feedback Methodologies 
Match and Exceed Students Improvement Policy and Strategy Formulation 
Needs and Expectations as Strategies for Handling Staff-Student Complaints 
Customers Facilities for Teaching Students with Disabilities 
Health and Safety Concerns 
7 Government Performance Impact on Local and National Economy 
Results Management Ethical Behaviour 
Environmental Concerns 
Maximisation of Levels of Social Re-engineering 
Funding Allocation by delivering Economic Regeneration 
Best in Class Teaching and Professionalism 
Research Performance Results Intellectual Capital 
Balanced Budget 
8 Key Institutional Performance Staff-Student Ratio 
Results Management Sustaining Funding Increases 
Teaching Budget and Teaching Assessment Results 
Ensuring that the Costs of Decentralised Staff Development Budgetary Systems 
Teaching and Research Quality Research Budget and Research Assessment Results 
Improvement are matched by the Motivation of Staff, Students and other Internal and External Stakeholders 
Financial and Non-financial Students Learning Experience 
Benefits derived from the Liquidity Problems 
improvement Investment in Teaching and Research Infrastructure 
The `main' assessment criteria are represented by `five' autonomy' or `enabler' 
criteria, and `three' `accountability' or `results' criteria; the subsidiary assessment 
criteria are represented by a number of secondary critical success factors associated 
with each primary critical success factor. The subsidiary criteria are in turn linked to 
the specific tasks and activities listed in Appendix C4 and C5. The strategic 
implication of these linkages is that, the assessment of each main criterion should be 
based on a top-down and bottom-up approach. This means any `weaknesses' in a 
main criteria may be caused by `weaknesses' in one or more subsidiary criteria, which 
in turn leads to identification of `weaknesses' in specific quality improvement tasks 
and activities at the operating level. The identification of `weaknesses' in these 
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criteria and `weaknesses' in specific tasks activities; should provide useful data and 
information required for designing of new teaching and research processes and/or 
redesigning of existing ones. The empirical evidence provided by this doctoral 
research study confirm that, an association exists between `primary' and `secondary' 
critical success factors on one hand, and on the other hand between these factors and 
the specific tasks and activities at the operating level. Even though this study shows 
that, the associations may be described as `probabilistic' rather than `deterministic' 
causality; there is clear indication that the relationships are not static, but dynamic, 
and need to be monitored on regular basis to ascertain their exact nature for effective 
quality improvement decision-making. 
Finally, the 'model' as a 'tool' for self-assessment or evaluation of teaching and 
research quality improvement can be used by the QAA or and independent body as 
basis for rewarding institutions for promoting academic excellence through sustained 
improvement in quality. This can be achieved by adopting the autonomy and 
accountability criteria as basis for performance excellence. It will require the use of a 
scoring mechanism and allocation of points to each criterion -a total score of 1000 
points could be adopted similar to the total scores used by the EFQM and MBNQA 
self-assessment methodologies. Further research is however, required to help establish 
the rank of each 'autonomy' and 'accountability' criterion; and the number of points to 
allocate to each criterion. A self-assessment methodology based on the 'award criteria' 
could then be carried out periodically, followed by an 'award' for academic excellence 
by the external body given the award - similar to the procedure adopted by the EFQM 
and MBNQA. This demonstrates the distinction between 'models', 'tools and 
techniques', and 'award criteria'. 
Summary of How a Model was Development from the Theory Created 
Section [5.2] showed how the well-known RADAR and PDCA principles inspired the 
introduction of 'six' principles from the frameworks developed for effective 
management of autonomy and accountability criteria. The two sets of criteria were 
then put together 'diagrammatically' on the following basis: 
That 'autonomy' criteria represent 'means' and 'accountability' criteria represent 
'ends 
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" That the relationship between the two sets of criteria is dynamic not static as 
represented by the arrows moving in a circular manner; 
" That there is a need to monitor the critical success factors(CSFs) under each 
criteria in order to assess the nature of the relationships between the CSFs and 
the each criterion; 
The distinction between 'models', 'tools and techniques', and 'award criteria' was 
established and used to explain the contribution the model developed in this study 
makes. This is outline in three ways: 
" First, the primary objective of this research study was to develop a 'model' from 
theory, and not a 'tool or technique' for self-assessment. 
" Second, the 'model' at this stage remains conceptual and will be transformed into 
a self-assessment tool after the underpinning theory has been tested as part of a 
post-doctoral study. 
" Third, the second point above suggests that, use of the 'tool' as an 'award criteria' 
can only be decided after this study. It is expected that a sponsoring organisation 
- intending to reward academic excellence - might decide to use the self- 
assessment methodology created from the model as an 'award criteria'. This 
possibility will be investigated as part of a post-doctoral study. 
5.2.3. Summary of Chapter Five and Link with Chapter Six 
Chapter Five exposed the logical steps in the creation of theory and subsequent 
development of an alternative model for sustaining quality in higher education in 
general and in particular UK higher education institutions. The theory is described as 
inductively derived because it is based on the meaning grounded in the empirical data 
collected. It comprises of 24 concepts and principles, 16 assumptions and an explicit 
statement of theory and definition of the terms of reference. The theory creation led to 
the application of the notion of best practice gaps (BPGs) to generate alternative 
strategies for closing perception gaps. A 'positive' BPG-value is an indication that, 
overall, quality management practices are satisfactory but some improvement is 
needed; a 'negative' BPG-value suggests that, current practices are unsatisfactory and 
may need to be abandoned and/or replaced with new practices or improved upon. A 
'zero' BPG-value represents a 'borderline' case, suggesting that, current practices need 
to be improved, abandoned and/or replaced. 
The model developed from the above theory is essentially conceptual and has to be 
tested before full-scale implementation in individual higher education institutions. 
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The model is constructed from 'five' autonomy criteria and 'three' accountability 
criteria. The model may therefore, be correctly described in two ways, first as 
'autonomy-accountability' model, and second as 'academic quality management' 
model. To highlight the model's contribution to knowledge, a distinction has been 
made between the terms 'model', tools and techniques, and award criteria. At this 
stage the 'model' remains conceptual, but has the potential of being developed into a 
self-assessment 'tool and technique' as part of an 'award criteria'. The model can be 
described as a 'composite' academic quality management model because it comprises 
a number of 'secondary' models used as'building blocks': 
" The 20 Dimensions of Managerial Leadership - Figure 5.3. 
" Seven Secondary CSFs linked to Data, Information, Intelligence and Knowledge - Figure S. S. 
" Seven Secondary CSFs linked to Funding for Teaching and Research Quality - 
Figure 5.6. 
" Seven Secondary CSFs linked to Staff Performance Management - Figure 5.7 
"A Framework of Core Processes derived from Pool of Tasks and Activities - 
Figure 5.9 
" Balancing the Needs & Expectations of Internal & External stakeholders in UK 
HE - Figure 5.11 
" Seven Secondary CSFs linked to Students' Results Management - Figure 5.12 
" Key Areas of Concerns for Strategic Academic Quality Planners in UK HEIs - 
Figure 5.13. 
" Secondary CSFs linked to Effective Management of Institutional Results - Figure 
5.14. 
Finally, the creation of theory and development of a conceptual model confirmed that, 
both the `primary' and `secondary' doctoral research objectives have been achieved. 
That is to say, the identification of critical success factors (CSFs); the best practices 
linked to the CSFs; explanation of the associations between CSFs and best practices, 
led to creating of theory and subsequent development of a conceptual model for 
sustaining quality improvement in UK HEIs. The next chapter, concludes the thesis, 
offers recommendations for improving the efficiency and effectiveness of quality 
management practices in higher education institutions, and also identifies areas for 
further research at the post-doctoral level. 
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chapter) six 
CONCLUSIONS AND 
RECOMMENDATIONS 
Chapter Six provides conclusions and recommendations that demonstrate 
the critical work undertaken and the original contribution of the doctoral 
research study. It comprises of two sections: Section [6.1] provides a 
summary of the conclusions drawn from each chapter; reflects on the 
extent to which the primary and secondary research objectives have been 
achieved; comments on the critical realists perspectives on validity, 
reliability and generalisability of the doctoral research findings; and 
provides an outline of the significance of the thesis' contribution to 
knowledge. Section [6.2] provides a set of recommendations and 
highlights areas for further research at a post-doctoral level. The overall 
aim is to demonstrate the critical work undertaken and the original 
contribution of the doctoral research study. 
"As universities competing internationally we are acutely aware of our funding 
falling behind that of our competitors. As government funding is not forthcoming, 
student fees are the only game in town " (Sterling, 2003: 2) 
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6i 
Highlighting the Doctoral Research 
Thesis Major Contribution to 
Knowledge 
"Governments across Europe are agreed on ... emphasising balance between institutions autonomy and 
external accountability, innovation, managed diversity and avoiding cost bureaucracy. UK universities 
may subscribe to this, but disagreement remains over the needs of a European benchmark for world- 
class universities "(THES, 2003c: 12) 
his section first, provides a summary of the conclusions drawn from each 
chapter of the thesis in order to highlight the thesis' major contribution to knowledge. 
Second, it reflects on the extent to which the primary and secondary research 
objectives have been achieved. This would help identify weaknesses in this research 
study and would provide a base for identifying areas for further research at a post- 
doctoral level. Third, it comments on the critical realist's stance taken on issues of 
validity, reliability and generalisability of the doctoral research findings. Lastly, it 
provides an outline of the significance of the thesis' contribution to knowledge. 
Introduction and Critique of Existing Literature 
Chapter One provides an introduction to the thesis, and a critical commentary of 
existing literature. The introduction identified a number of strategic reasons for 
researching quality in higher education at the doctoral level. The main conclusions 
drawn from the various reasons offered are: 
That, it is in the long-term interest of individual higher education institutions to 
seek to improve on the quality of teaching and research, in order to sustain the 
interest of internal and external stakeholders and levels of funding. 
That, individual higher education institutions should deal with the controversy 
about the meaning and relevance of quality in the future development of the 
system of higher education, in order to balance the requirements for institutional 
autonomy and external accountability. 
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The critique of existing literature led to the following conclusions: 
" That, there is a significant gap in the theory and practice of quality management 
in higher education institutions; 
" That, the gap in theory and practice relates to differing perceptions about the 
meaning and relevance of quality in a higher education environment; 
" That, the gap in theory and practice is underpinned by critical success factors 
from the internal, external, and competitive environment in which higher 
education institutions operate. 
These gaps in theory and practice were explicitly defined and expressed in terms of 
statements of research problems and research questions, which led to a review of the 
alternative research methodologies in Chapter Two. 
Critique of Existing Research Design and Methods 
Chapter Two reviewed existing literature on alternative research methodologies in 
terms of research philosophy, approach, strategy, methods and instruments. This 
forensic examination of methodology led to the following conclusions on the choice 
of research design and methods for this research study: 
" That, the identification of critical success factors (CSFs) - relating to the gaps in 
theory and practice - from various sources requires a mix research design, 
methods and instruments; 
" That, critical realism, pragmatism, or coherenticism as espoused by Tashakkori 
and Teddlie (1998) and Evers and Lakomski (2001) encourage the use of mix 
research design, methods, and instruments; 
" That, the use of both Questionnaires at the exploratory phase of the research 
survey and Semi-structured interviews at the conclusive phase of the survey is 
appropriate for collecting both quantitative and qualitative empirical data, which 
were later presented and analysis; 
" That, the quantitative and qualitative data collected can be analysed concurrently 
using statistical and inductive techniques of analysis as demonstrated in Chapter 
Three. 
Data Presentation and Analysis 
Chapter Three presented the empirical data collected using SPSS and Microsoft Excel 
tables, pie charts, and bar charts; line graphs were presented in Chapter Four. The 
quantitative data were exposed to some simple statistical analysis involving the use of 
modal frequencies and hypothesis testing of the functional relationship between the 
degree of importance and the degree of effectiveness of the quality management 
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practices under study. The qualitative data were analysed using simple inductive 
technique of coding, which helped in the identification of themes and the relationships 
between themes - as basis for theory creation in Chapter Five. The statistical analysis 
led to the following conclusions: 
That, the functional relationship between the degree of importance and the degree of effectiveness 
is linear for most quality management practices evaluated and non-linear for a few examples; 
" That, quality management practices relating to policy and strategy, staff management, resources, 
processes, student results, and society results exhibit linear relationships. This is confirmed by the 
test statistics which show that, t-calculated is greater than the t-critical of 2.0211 for a two tailed 
t-distribution, with alpha value of a=0.05 i. e. 95% level of significance, and degrees of freedom 
(n - 2) = 40. In this examples the null hypothesis (Ho: p= 0) was rejected; 
That, quality management practices relating to leadership, staff, and institutional results are 
examples of non-linear relationship. This is confirmed by the test statistics which show that t- 
calculated is less than the t-critical of 2.0211. In this examples the null hypothesis (Ho. p = 0) was 
accepted. Whether or not the relationship can be described as curvi-linear requires further 
research. 
The inductive analysis on the other hand led to the following conclusions: 
That, respondents' and interviewees' have different perceptions of the degree of importance or 
efficiency and the degree of effectiveness of their quality management practices; 
That, context is critical if a 'model' or a 'tool' for quality assessment and management is to be 
successfully implemented in a higher education institution; 
That, accurate measurement of perception gaps will help generate alternative strategies for 
closing quality gaps, where quality gaps are defined in terms of gaps in the degree of importance 
and the degree of effectiveness of a practice. How this can be achieved is discussed under Chapter 
Four. 
Discussion of Empirical Results 
Chapter Four discussed the empirical results by focussing on the relationships 
between the degree of importance and the degree of effectiveness of the quality 
management practices evaluated under Questionnaire Part Two. The following 
conclusions have been drawn from the discussions: 
That, perception gaps defined in terms of gaps in the degree of importance and gaps in the degree 
of effectiveness, provide a basis for categorising quality management practices into 'weak, 'good', 
, best', and 'excellent' practices; 
" That, a 'weak' practice is a practice that is deemed 'less' importance and 'less' effective in 
delivering sustained improvement in the quality of teaching and research; 
" That, a 'good' practice is 'highly' important and 'moderately' effective; 
" That, a 'best' practice is 'highly' important and 'highly' effective; 
" That, an 'excellent' practice has a 'very high' degree of importance and a 'very high' degree of 
effectiveness. 
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The use of the above definitions led to the introduction of the notion of Best Practice 
Gap (BPG), and Osseo-Asare Scoring Mechanism for generating alternative strategies 
for closing perception or quality gaps. Finally, the associations between the degree of 
importance and the degree of effectiveness, and by implication between critical 
success factors and best practices led to the development of a number of frameworks 
for effective management of autonomy and accountability criteria as listed below: 
" Managerial Leadership - Figure 4.4, pp. 223 
" Policy and Strategy - Figure 4.5, pp. 232 
" Staff Management - Figure 4.6, pp. 241 
" Management of Resources - Figure 4.7, pp. 249 
" Process Management - Figure 4.8, pp. 258 
" Management of Students' Results - Figure 4.9, pp. 269 
" Management of Staff Results - Figure 4.10, pp. 277 
" Management of Society Results - Figure 4.11, pp. 285 
" Management of Institutional Results -Figure 4.12, pp. 293 
Chapter Five explained how the above frameworks led to the creation of theory and 
development of a model for academic quality management. 
Interpretation of Empirical Research Findings 
Chapter Five, first showed how 24 concepts and principles, 16 assumptions, a 
statement of theory, and definition of terms of reference were derived from the pools 
of critical success factors (CSFs) and Best Practices presented under Appendices C3a, 
C3b, C4, C5 and C6. Second the notion of Best Practice Gap (BPG) introduced earlier 
in Chapter Four is used to generate alternative strategies for all the 28 quality 
management practices evaluated in this study. The conclusions that have been drawn 
from this are: 
" That, a quality management practice with a positive' BPG-value should be 
retained and improved upon by increasing its relative importance and relative 
effectiveness in delivering sustained improvement in teaching and research 
quality; 
"A practice with a 'negative' BPG-value should be improved upon, or abandoned 
and /or introduce a new practice; 
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"A practice with 'zero' BPG-value should be improved upon, or abandoned and/or 
introduce a new practice. 
The theory developed above was used to categorise CSFs and Best Practices into two 
main criteria for designing the model structure, which are autonomy and 
accountability criteria. Each criterion comprises of the set of building blocks below: 
Autonomy Criteria 
1. The 20 Dimensions of Managerial Leadership - Figure 5.3, pp. 315 
2.7 Secondary CSFs linked to Information - Figure 5.5, pp. 324 
3.7 Secondary CSFs linked to Funding - Figure 5.6, pp. 328 
4.7 Secondary CSFs linked to Staff Performance Management - Figure 5.7, pp. 332 
5. A Framework of Core Processes - Figure 5.9, pp. 339 
Accountability Criteria: 
1.7 Secondary CSFs linked to Student Results - Figure 5.12, pp. 345 
2. Key Areas of Concern for Strategic Academic Quality - Figure 5.13, pp. 350 
3. Secondary CSFs linked to Effective Management of Institutional Results - 
Figure 5.14, pp. 352 
The conclusions drawn from the above are: 
That, the model structure should be based on the autonomy and accountability 
criteria because respectively they represent 'means' and 'ends' from systems 
perspective; 
That, the five' autonomy and 'three' accountability criteria may be used as self- 
assessment criteria if the 'model' is later developed into a 'tool' for assessing the 
quality of teaching and research. 
6.1.1. Extent to which the Doctoral Research Objectives Have Being Achieved 
Figure 6.1 below shows the hierarchical relationship between the three secondary 
objectives and the primary objective, which suggests that, the secondary objectives 
have to be achieved first in order to achieve the primary objectives. It also shows that 
Secondary Objective #1 is exploratory in nature, and has to be achieved before 
proceeding to Secondary Objective #2. Secondary Objective #2 is partly exploratory 
and partly descriptive in nature, and is intended to provide input into Secondary 
Objective #3. Secondary Objective #3 is descriptive and conclusive and is directly 
linked to the Primary Objective of developing a model for academic quality 
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management in UK HEIs. The extent to which the secondary objectives and by 
implication the primary objective have been achieved is described below. 
Ffizure 6.1 
Hierarchical Relationship Between Doctoral Research Objectives 
Source: Osseo-Asare Jr. 2003 
PRIMARY OBJECTIVE 
To Develop An Academic Quality Model For Sustaining Teaching and 
Research Quality Improvement in UK Higher Education Institutions 
SECONDARY OBJECTIVES 
Secondary Objective #1 Secondary Objective #2 Secondary Objective #3 
To Identify Critical Success 
Factors in UK Higher 
Education Institutions and 
Industry 
Secondary Objective #1 
To Identify Weak, Good, and 
Best Quality Management 
Practices associated with Each 
Critical Success Factor 
To Describe possible 
associations between Critical 
Success Factors and the Best 
Practices linked to them; in 
order to create an Inductive 
Theory as basis for Developing 
a Model for Academic Quality 
Quantitative and Qualitative Analysis of 42 completed Questionnaires and over 30 
Semi-structured Interview Transcripts led to the identification of a large number of 
internal, external, and competitive critical success factors. These factors were pulled 
together to create the pools of primary and secondary critical success factors in 
Appendix C3a and C3b respectively. At this stage the list of critical success factors 
were broadly categorised into `internal', `external', and `competitive' critical success 
factors (see Figure 6.2 below). Each of the three broad categories was subsequently 
sub-divided into five `enabler factors' and five `results factors'. Enabler critical 
success factors comprised of 
(1) Managerial Leadership; (2) Data, Information, Intelligence, and Knowledge; (3) 
Funding and other Resources for Teaching and Research Quality; (4) Staff 
Performance and Rewards Management; and (5) Framework of Core Processes. 
The Results critical success factors comprise of: 
(1) Students Results; (2) Government, Employers, and other External 
Stakeholders Results; (3) Key Institutional Results; (4) Staff Results; and (5) Process 
Results. 
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This represents a hierarchical categorisation of critical success factors as presented in 
Figure 6.2 below. 
Figure 6.2 
A Hierarchy of Critical Success Factors in UK Higher Education 
Source: Osseo-Asare Jr. 2003 
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Quantitative and Qualitative Analysis of the Evaluation Scores for the 28 Quality 
Management Practices in Questionnaire Part Two, involved the use of simple 
summation of the scaled response scores, and modal frequencies expressed in 
percentages. The empirical data were then subjected to simple hypothesis testing to 
justify the material. The null hypothesis (Ho: p= 0) was that no linear relationship 
exists between the degree of importance and the degree of effectiveness of the quality 
management practices evaluated. The alternative hypothesis (Hi: p# 0) was that a 
negative or positive linear relationship exists between the two variables. A two tail t 
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distribution was used with alpha value a=0.05 corresponding to 95% level of 
significance and a t-critical value of 2.0211. Using Osseo-Asare's Scoring Mechanism 
developed in this study, the percentage Relative Importance Scores (RISs) and 
Relative Effectiveness Scores (RESs) were converted into `Best Practice Gaps' 
(BPGs) for `importance' and for `effectiveness'. The notion of Best Practice Gaps 
was used in the categorisation of Quality Management Practices into `Weak', `Good' 
and `Excellent' under each Critical Success Factor. Simply put a `positive' BPG 
represents either a `Best' or `Excellent' Practice, and `negative' BPG represents a 
`Good' or `Weak' Practice. The actual BPG Value used together with a Standard BPG 
Curve, helped to distinguish between `best' and `excellent' practice, and between 
4 good' and `weak' practices. 
Secondary Objective #3 
To explain the root causes of `Best Practice Gaps' (BPGs), and in order to generate 
alternative strategies for closing these gaps; Documents providing evidence of `weak', 
`good' and `best' and `excellent' quality management practices - in the participating 
higher education institutions - were inductively and deductively analysed to establish 
any association between Critical Success Factors and Quality Management Practices. 
The established associations, which were mostly probabilistic causality, led to re- 
categorisation of the `POOL' of critical success factors into PRIMARY or MAIN and 
SECONDARY or SUBSIDIARY critical success factors presented under Appendices 
C3a and C3b respectively (see Figure 6.2 above). The works of Kanji and Tambi 
(1999,2002) suggest that, most of these associations are deterministic rather than 
probabilistic causalities. The fact that not everyone agrees places emphasis on the 
need to regularly monitor critical success factors in order to make informed 
judgement on the exact nature of the linkage before teaching and research quality 
improvement policy and strategy decisions. 
The Inductive Theory for Quality Management in UK higher education institutions 
was created by a forensic or inductive examination of the nature of the probabilistic 
associations. The examination led to the synthesis of academic quality management 
concepts and principles from which fundamental philosophical and empirical 
assumptions were derived. The concepts and principles, and the assumptions represent 
a holistic and integrated approach to academic quality management in terms of 
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comprising of elements from a wide range of alternative theories of educational 
management and leadership. This is based on the belief that there is no single all- 
encompassing theory for academic quality management, each model offers a viable 
alternative to the problem of quality and must be used after careful evaluation of the 
benefits and limitations. It is however, clear that theories and models, which reflect 
the context of higher education are more likely to be accepted than those, which 
reflect the context of industry and commerce - context is therefore critical. 
The Primary Objective: Autonomy versus Accountability - The Balanced Score 
The model developed in this doctoral research thesis represents `autonomy' and 
`accountability' criteria as the two ends of a weighing scale; with `autonomy' on the 
left-hand-side and `accountability on the right-hand-side (see Figure 6.3 below). 
Excellent Higher Education Institutions are therefore institutions with the ability to 
meet internal and external demands for quality improvement, by achieving a 
sustainable balance between internal and external forces for autonomy and 
accountability to stakeholders. 
Figure 6.3 
Autonomy and Accountability Balancing Scale 
Source: Osseo-Asare Jr. 2003 
This is consistent with the premise underpinning the inductively derived Theory for 
Academic Quality Management that: 
The preservation of intellectual freedoms and institutional autonomy is prerequisite for ensuring that 
higher education institutions are accountable to both internal and external stakeholders. 
The model developed from the theory, suggest that, in an increasingly competitive 
higher education environment, the major challenge for knowledge production and 
transmission is essentially about how to sustain the desired level of teaching and 
research quality improvement on a continuous basis. This raises fundamental 
questions about the ability of the chancellery, deanery, heads of department and other 
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staff involved in quality improvement activities to efficiently and effectively deliver a 
level of individual and team performance which delivers world-class results for 
students, the government, potential employers, and the institution itself. Contrary to 
what those who seek to maintain control over the operations of higher education, in 
particular policy makers in government; this doctoral thesis concludes that, the 
preservation of `intellectual freedoms' and `institutional autonomy' is the single most 
important driver for creating and transmitting knowledge. It acknowledges that 
sustainability of `autonomy' is dependent on `five' primary critical factors and several 
secondary critical success factors, which need to be regularly monitored and valuated 
in terms of their relative efficiency and effectiveness in delivering expected internal 
and external stakeholders results. A useful comparison between the five primary 
critical success factors - what this researcher referred to as the five autonomy criteria 
- and the five EFQM Enabler criteria are compared in Table 6.1 below. It is obvious 
from Table 6.1 that the five autonomy criteria are more explicitly defined and reflects 
the context of higher education than the five EFQM Enabler Criteria. 
Table 6.1 
Autonomy and Accountability Criteria Versus EFOM Enabler and Results Criteria 
Source: Based on Figure 10.2 and EFOM (2003) 
AUTONOMY AND ACCOUNTABILITY CRITERIA FIVE ENABLER CRITERIA 
FIVE AUTONOMY CRITERIA 
1 Managertal Leadership for Academic Quality Leadership 
2 Data, Information, Intelligence, Knowledge Management for Academic Quality 
3 Funding and other Resources for Teachinand Research Quality Partnership and Resources 
4 Academic, Administrative, Support-service Staff Performance, Results, and Rewards Management People Management 
5 Framework of Core Academic, Administrative, Support-service Processes for Academic Quality Processes 
Policy and Strate 
THREE ACCOUNTABILITY CRITERIA 
6 Students Performance Results Management Customer Results 
7 Government, Employers, and other External Stakeholders Results Management 
8 Key Institutional Performance Results Management Key Performance Results 
-- People Results 
Society Results 
The inclusion of `Data, Information, Intelligence, and Knowledge' is in recognition of 
information as a strategic resource for sustaining competitive advantage, and the fact 
that, it is the responsibility of managers and leaders of quality to formulate teaching 
and research quality improvement policy and strategy, and set objectives and targets 
based on `facts' - accurate and reliable data, relevant information, intelligence and 
knowledge. This is consistent with Kanji and Tambi (1999,2002) notion of 
`management by facts'; only that in this case `facts' represents a mix of `quantitative 
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and qualitative data'. Table 6.1 above also shows the `three' primary critical success 
factors representing `performance results'. It is worth noting that `staff results' and 
`process results' are respectively part of `staff management' and `process 
management'. 
This doctoral thesis offered a multi-dimensional definition and framework for each 
`autonomy' and `accountability' criteria, based on the philosophical and empirical 
assumptions underpinning principles and concepts derived from the 152 operational 
level tasks and activities listed in Appendix C5. These definitions have led to the 
premise that: 
Managerial Leadership based on accurate and reliable Data, and relevant 
Information, Intelligence, and Knowledge; efficiently allocates Funding and other 
Teaching and Research Resources, to empowered and motivated Academic, 
Administrative, and Support-service Staff, in order to sustain a framework of Core 
Processes proven to deliver superior Students, Government, Employers and 
Institutional Results for Academic Excellence. 
This premise is depicted in Figure 6.4 below and is more specific than the more 
general or generic premise adopted by the EFQM Excellence Model, which states 
that: 
Leadership drives Policy and Strategy, People Management, Partnership and 
Resources, through core Processes, to deliver improvement in Customer results, 
People results, and Society results, and ultimately to achieve Excellence in Key 
Performance result. 
Figure 6.4 
The Premise for Academic Excellence 
Source: Osseo-Asare Jr. 2003 
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6.1.2. A Critical Realists or Coherentist Perspectives on Validity, Reliability, 
and Generalizability of the Doctoral Research Findings 
The evaluation of quality management practices in terms of their relative `importance' 
is a measure of managerial efficiency, which reflects on theory or philosophy rather 
than practice or empiricism. The second evaluation criteria used was `effectiveness' 
which measures leadership ability to ensure that the right quality improvement 
decisions are made. It reflects the fact that academic quality management is 
essentially a practical or real activity rather than theoretical or rhetorical. For instance, 
Leadership Practice #1 which involved, determination of Mission, Vision, Values and 
Principles; setting of teaching and research quality improvement objectives and 
targets; efficient allocation of scarce resources; and the evaluation of effectiveness all 
involve action - this is consistent with the mindset of critical realists, pragmatists or 
empiricists. 
The fact that majority of respondents deemed the 28 Quality Management Practices as 
highly important reflects their individual understanding of the nature of reality and of 
knowledge. The differences in their evaluation of the relative `effectiveness' of a 
practice, demonstrates variability in their ontological and epistemological 
assumptions. In some ways the responses cast serious doubt on their sincerity or 
objectivity; and appears to reveal that some practitioners are dismissive of theories 
and concepts for their allege remoteness from the real situation in higher education 
institution. This provides an empirical justification for developing an inductive theory 
from empirical data reflecting `what is' yet is underpinned by `what ought to be'. This 
mix of practice and theory confirms the cyclical link between empiricism and 
philosophy, which underpins the mindset of mixed methodologists such as Tashakkori 
and Teddlie (1998). The works of Professors Colin Evers and Gabriele Lakomski on 
the theory of educational management, suggest research into academic quality may be 
grounded in the theory of coherentism, which is in effect a mixed methodology in the 
post-positivist school of thought (Evers and Lakomski, 1991; 2001: 499; Maxcy, 
2001: 573). Coherentism is consistent with the philosophical stance of critical realism 
and pragmatism adopted by this researcher. It is in recognition of the fact that theory 
serves to provide a rationale for decision-making; that practical experience on the job 
is enhances by an explicit awareness of the theoretical framework underpinning 
quality management practice in higher education institutions. The adoption of a mixed 
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methods approach in this doctoral research does not suggest that a positivist approach 
cannot be used, on the contrary a positivists approach re-enforces the relevance of 
theory to practice and puts the positivist approach adopted by Professors Gopal Kanji 
and Dr Tambi in their study of TQM implementation in higher education institutions 
in the UK, USA and Malaysia (Kanji and Tambi, 2002). The work of Kanji and 
Tambi is significant because it reflects the context of higher education albeit from a 
positivist deductive perspective. This doctoral study does the same from mixed 
methodologist or critical realist perspective. The major problem with the so called 
Excellence Models being forced on UK higher education institutions - in particular 
the EFQM Excellence Model - is that they are essentially based on expert opinion 
reflecting on theory; they do not describe in sufficient detail what teachers and 
researchers should do to bring about sustained improvement; they do not explain the 
linkage between strategic and operational issues very well; and their `modus 
operanda' do not sufficiently reflect the context of UK higher education. The Theory 
and Model developed in this doctoral research thesis seeks to address these issues. 
The literature clearly acknowledges the fact that positivists, critical realists or 
coherentists, and social constructivists or phenomenologists have different perspective 
on validity, reliability, and generalizability of research findings (Easterby-Smith et al., 
2002: 53). Critical realism as adopted in this doctoral research represents a mixed 
methodology, which is expected to have elements of the different perspectives on 
validity, reliability and generalizability. The key elements of the mixed perspectives, 
which were applied to the doctoral research findings, are outlined as follows: 
Construct Validity, Internal and External Validity: 
" This researcher considers the research questions as accurate measures of the 
reality represented by the teaching and research quality management practices in 
the setting provided by participating UK higher education institutions; 
The ontological underpinnings of the responses to the research questions, suggest 
that the responses received were partly objective and external as contained in 
documentary evidence pfpractice; and partly subjective, internalised and socially 
constructed and given meaning by individual academics and practitioners as 
expressed in their views and opinions on academic quality; 
The extensive reference to the documentary evidence of practice in this doctoral 
research study, was an attempt to reduce respondents' and interviewees' bias, 
partly because of the complexity of the Questionnaire and partly because the area 
under study is generally not well understood by both academics and practitioners; 
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Even though the survey sample may be considered as statistically small; all the 
higher education institutions from Scott's (2001) Seven Higher Education 
Categories are proportionally represented in the study. 
Ensuring Equivalence Reliability through Association Between Critical Success 
Factors and Best Practices: 
" The complexity in the Questionnaire stems from the fact that ensuring equivalence 
reliability requires the use of multiple questions intended to measure `means' and 
`ends' as represented respectively by `autonomy' and 'accountability' criteria in 
the Model developed in this thesis. It is based on the concept of 'triangulation'. 
Although, there is a high probability that a different researcher using the same 
Questionnaire and Interview Plan will generate very similar or closely related 
primary critical success factors - categorised under autonomy and accountability 
criteria - it is less probable that a pool comprising of the same set of secondary 
critical success factors and quality management practices will be created. This is 
in recognition of the fact that the mix of factors, their ranking, and the nature of 
the associations between factors, may change overtime - changes, which need to 
be regularly monitored. 
Generalizability of the Academic Quality Management Theory and Model: 
" The Theory and Model developed in this doctoral research study reflects the 
historical development of quality in the seven categories of UK higher education 
institutions, which participated in the study. This make the Theory and Model 
particularly relevant to these institutions; 
The fact that, the survey sample can be re-categorised into pre-1992 and post- 
1992 higher education institutions, or respectively as `old' universities and 
`modern' universities, widens the domain for general application of the Theory 
and Model to a significance extent. This however needs verification, because of 
the philosophical problem of `induction'. This problem recognises that, however 
much empirical data one obtains in support of a theory, it is not possible to know 
exactly what actually goes on in a higher education institution; 
The focus on Strategic Quality Management and the applicability of Excellence 
Models derived from Total Quality Management (TQM) principles and concepts, 
suggest that the Theory and Model are particularly relevant to the steadily 
growing number of UK higher education institutions and Schools adopting the 
EFQM Excellence Model framework. 
6.1.3. The Significance of the Contribution to Knowledge 
Research into the ability of UK HEIs to sustain academic quality improvement is 
bound to raise a wide range of very important and controversial issues relating to the 
strategic role of `quality' in the future development of a system of higher education 
heavily dependent on public funding. The philosophical and empirical underpinnings 
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of these issues relate to the effectiveness of alternative approaches for improving and 
managing teaching and research quality. This thesis confirms that UK HEIs face two 
major challenges in an increasingly uncertain higher education environment; first, 
how to achieve the desired levels of teaching and research quality improvement; and 
second, how to sustain such levels of quality on a continuous basis. This research 
study makes a number of significant contributions to knowledge. Some of the 
contributions relate to the general area of strategic management; and others relate 
specifically to strategic or total quality management concepts and principles. Both 
areas address the context of higher education in the United Kingdom, and reflect on 
how critical success factors in the internal, external and competitive environment 
impact on educational management and leadership. Six areas of the contribution to 
knowledge are outlined below, followed by brief explanation of their significance: 
Contribution #1 
The notion of Best Practice Gaps (BPGs) -first introduced in this doctoral research 
study - further extends the concept of strategic gaps as defined in strategic 
management textbooks by authors such as Johnsons and Scholes (2002) and 
Thompson (2003). Best Practice Gaps (BPGs) offer a practical way for measuring 
perception gaps' relating to managerial efficiency and leadership effectiveness. In 
this doctoral research study, they are derived from Likert-scaled Response Scores for 
relative `importance' and relative `effectiveness', and expressed in percentages. It 
requires the definition of a Best Practice Score, which according to the Osseo-Asare 
Scoring Mechanism lies in the range [70 - 791 %. 
Empirical evidence provided by this doctoral research study, suggest that, a `gap' in 
teaching and research funds represents a `gap' in teaching and research quality. Most 
interviewees confirm that the `funds-quality' linkage is a deterministic causality, 
whereby available operational resources are insufficient to achieve and sustain 
continuous improvement in the quality of teaching and research. Funding 'gaps' 
therefore, translate into teaching and research `quality gaps' which are measured in 
terms of respondents' differing `perceptions' about the relative importance and 
effectiveness of a quality management practice. The notion of `Best Practice Gaps 
(BPGs)' emanates from the use of Osseo-Asare's Scoring Mechanism, which clearly 
distinguishes between `weak', `good', `best' and `excellent' quality management 
practices. It is an innovative attempt at making the views and opinions of managers, 
leaders and staff count in quality improvement decisions, and ensures that, raw 
statistics are not over emphasised in formulating quality improvement policy and 
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strategy. It is a notion, which will enhance the use of Self-assessment Methodologies 
based on Expert Review Panels for evaluating teaching and research quality. 
Contribution #2 
The Osseo-Asare Scoring Mechanism is a four-level scoring device or tool, with well 
defined range of evaluation scores linked to theoretically and empirically sound 
definitions of 'weak ; good ; 
`best' and `excellent' practices. Its major advantage 
over the EFQM Scoring Mechanism is that it is less subjective, less overlapping, and 
the boundaries of excellence are well defined. Although less objective than Kanji's 
Scoring Mechanism, it is more flexible in its categorisation of practices, and reflects 
the context of UK higher education better than the later. 
Contribution #3 
The Theory of Academic Quality Management created in this doctoral research thesis 
is a further refinement of the practical applicability of the General Theory of 
Coherentism as applied to educational management by Professor Colin Ever and 
Professor Gabriele Lakomski (Evers and Lakomski, 2001: 499-520). It offers a mixed 
ontological and epistemological perspective to quality management in a higher 
educational setting, as a viable alternative to the extreme philosophical 
underpinnings of positivism and social constructivism. By so doing, this thesis 
highlights the merits of adopting mixed methodologies as put forward by mixed 
methodologists such as Tashakkori and Teddlie (1998). 
Contribution #4 
The process of theory building led to the development of a composite definition of 
Academic Quality, and a multi-dimensional definition of Managerial Leadership for 
Academic Quality. Useful frameworks and models for effective management of quality 
in specific areas were also developed as byproducts from this research study. 
This thesis provides evidence to suggest that, the strategic role of quality is less 
appreciated by most academics and practitioners. This is because of the nature of the 
controversy and conflict surrounding the `philosophical or rhetorical' and `empirical 
or real' meaning of `quality' in public-sector higher education. The empirical 
evidence from this thesis appear to suggest that, as a general terminology, `academic 
quality' may be defined as: 
The tangible and intangible attributes or features of teaching, learning, research and 
scholarly activities, which first and foremost empowers staff and other internal 
stakeholders to efficiently and effectively improve on their individual abilities to 
improve on processes which deliver sustainable improvements on students, the 
government, potential employers and other external stakeholders, satisfaction and 
delight - because they fit their perceptions of attributes or features that meet their 
needs and delight them. 
According to Brennan and Shah (2000: 18), most national quality bodies in Europe 
including the UK have failed in their attempt to come up with a `composite' 
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conception of academic quality that would achieve legitimacy with all stakeholder 
groups. This failure has led to a situation where the most powerful stakeholder group 
decides on which definition to apply in order to achieve their stated aims and 
objectives. The above definition provides a composite meaning of academic quality, 
in terms of recognising the needs and expectations of both internal and external 
stakeholders. This composite meaning is reflected in different ways - in the model 
developed in this thesis - as follows: 
" The notion of quality as 'perfection' or 'conformance' is captured by the 'accountability' criteria 
under GOVERNMENT and other external stakeholders' Results Management. The government, as 
the main funder of higher education, wants to ensure that higher education institutions become 
more accountable to students as customers and to funding bodies. It is however, a notion of quality 
that is essentially static, retrospective, and does not adequately reflect future changes in the 
environment. 
" Quality as fitness for purpose, is captured by the 'accountability' criteria specifically under 
STUDENTS Results Management. It requires that teaching, learning, research and scholarly 
activities needs to be operated in a manner that meets the needs and expectations of STAFF as 
internal customers and STUDENTS as external customers. It is a customer-oriented approach to 
quality, which helps to determine what the specification for a product or service should be, making 
it important for individual stakeholders to clearly articulate their needs and expectations. 
" Quality as 'value-for-money, is captured by both the 'autonomy' and 'accountability' criteria. It is 
a more important definition for both internal and external stakeholders including the 
GOVERNMENT, who will actively seek the same outcome with a lower cost provider of higher 
education. It also brings into sharp focus the issue of Quality Values in an academic environment. 
" The definition of quality as 'transformation' is captured by both 'autonomy' and 'accountability' 
criteria. It reflects the long-term mission of higher education and places emphasis on the needs of 
STUDENTS, GOVERNMENT, EMPLOYERS, and the SOCIETY as a whole. It recognises the 
power of knowledge to transform students from 'surface-learner' to 'deep-learner' by motivation 
and empowerment - what some interviewees called cognitive transcendence. 
The proposed definition and therefore the model, is a convergence of ideas, concepts, 
principles, meanings and approaches, which reflect the needs and expectation of 
internal and external stakeholders in order to sustain academic quality improvement. 
The whole idea is that, a `holistic integrated academic quality model' requires a 
`holistic integrated definition of academic quality'. 
Contribution #5 
The fact that the Model places emphasis on 'autonomy' and 'accountability' means it 
seeks to meet the needs and expectations of both internal and external Stakeholders, 
notably: academic and non-academic Staff, Students, the Government, potential 
Employers, and Society and as a whole. It therefore provides a basis for developing a 
more holistic and integrated Self-assessment Methodology to the QAA and HEFCE 
Models for Teaching and Research Quality Assessment in UK HEIs. 
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Successive Conservative and Labour administrations since the late 1970s have moved 
from a commitment to preserving institutional autonomy to modernization through 
cost-effectiveness and accountability (Kerr, 1987: 127-132; DfES, 2003). This 
doctoral research thesis concludes that this change in policy commitment is forcing 
many UK HEIs to evaluate the benefits of adopting strategic quality management 
principles as part of a deliberate strategy to meet the requirements for `intellectual 
freedoms and institutional autonomy' and `accountability to both internal and 
external stakeholders'. The model developed in this thesis addresses the concerns of 
HEIs about how to 'efficiently' and 'effectively' balance these two `opposing' internal 
and external demands simultaneously through integration. 
Contribution #6 
The terminology used in the Model reflects the context of higher education, and 
relates directly to teaching, learning, research and scholarship, better than the 
current EFQM terminology. Used together with Osseo-Asare scoring mechanism the 
Higher Educational Version of the EFQM Self-Assessment Methodology could be 
developed as a viable alternative to the Educational Version of the MBNQA Model in 
the USA. It may also inspire modification of Lloyds-TSB version of the EFQM 
Excellence Model being piloted in some UK Schools (Lloyds-TSB, 2001). 
This research study provided empirical evidence which support earlier studies by 
Kanji and Tambi (1999), in confirming that implementation of highly successful 
Excellence Models based on TQM - runs into serious difficulties. This is partly 
because, most academics responsible for quality do not actually understand the 
terminology or phraseology used, and at best pay lip-service to Excellence Model 
implementation. The alternative model developed in this thesis is an attempt to use the 
terminology of higher education to redefine the fundamental concepts and principles 
underpinning the philosophy of strategic quality management from which TQM- 
driven Excellence Models emanate. Finally, the fact that most of the 28 Quality 
Management Practices evaluated in this study were categorised as `weak' practices, 
confirms that even though there has been a shift from inspection-based to prevention- 
based activities, this is not evident in the participating HEIs. Quality management 
practices in these institutions still place emphasis on `inspection-based' tasks and 
activities. The strategic implication is that the work of quality managers and their staff 
simply involves `inspecting' `outputs' from processes, to see if they conform to 
expectations. The model developed in this thesis is a serious attempt to help HEIs 
sustain a culture for academic excellence by adopting preventative measures. 
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6.1.4. The Model as a Further Development of the EFQM Excellence Model 
The model developed in this thesis may correctly be regarded as a further 
development of the more generic EFQM Excellence Model. It suggests that the 
EFQM framework needs to be modified using the terminology and the detail 
description of quality management practices provided in this thesis - even if the 
current structure is to be maintained for easy recognition. This will facilitate its 
implementation in UK HEIs. Figure 6.5 below shows the interrelationships between 
the different criteria in a feedback and feed-forward manner depicting organisational 
learning and innovation. The most significant similarity between the model develop in 
this thesis and the EFQM Model is demonstrated by the fact that the `autonomy' and 
`accountability' criteria represent `efficiency' and `effectiveness' respectively, which 
in turn are respectively synonymous to `enabler' and `results' criteria. 
Figure 6.5 
The Premise for Academic Excellence 
Source: Osseo-Asare Jr. 2003 
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It is therefore possible to derive a set of sub-criteria for `efficiency' and 
`effectiveness', which is more `holistic' and `sustainable' and incorporates all the 
attributes of the EFQM Enabler and Results criteria shown in Table 6.2 below. The 
sub-criteria are as follows: 
Sub-criteria For `Efficiency': 
. The extent to which a quality management practice or approach helps in the efficient allocation of 
Funding and other Resources for Teaching and Research Quality Improvement, in order to meet 
and exceed the needs and expectations of internal and external Customers and other Stakeholders; 
Osseo-asare jr., a. e. (2004) chapter six 383 
conclusions & recommendations 384 
" The extent to which a quality management practice or approach helps to sustain intellectual 
freedoms and institutional autonomy, respectively through empowerment and short-term and long- 
term financial stability. 
Sub-criteria For `Effectiveness': 
The extent to which a quality management practice or approach helps to meet and exceed the 
needs and expectations of internal and external Customers and other Stakeholders; 
The extent to which a quality management practice or approach helps to achieve accountability 
objectives and targets. 
Table 6.2 
Evaluation Attributes and Scoring Mechanisms and Evaluation Attributes 
Source: British Quality Foundation (2001). Osseo-Asare (2003) 
Osseo-Asare's 
Scoring Mechanism Best Practice Evaluation Attributes 
EFQM Scoring 
Mechanism 
AUTONOMY EFFICIENCY ENABLERS 
+ Stakeholders' Needs and Expectations + 
+ Degree of Integration + 
+ Extent of Implementation + 
+ Systems Thinking + 
+ Measurement + 
+ Learning and Innovation + 
+ Continuous Improvement + 
+ Holism NOT INCLUDED 
+ Sustainability NOT INCLUDED 
ACCOUNTABILITY EFFECTIVENESS RESULTS 
+ Positive Trends + 
+ Objectives and Targets Achieved + 
+ Best-In-Class Performance + 
+ Causal Relationships + 
+ Relevant Performance Areas + 
+ Holism NOT INCLUDED 
+ Sustainability NOT INCLUDED 
By using Osseo-Asare's Scoring Mechanism, a quality management practice or 
approach can be categorised into `weak', `good', `best' and `excellent' practice, if its 
percentage average evaluation score for both `efficiency' and `effectiveness' lies in 
the relevant scoring range: (0-45) for WEAK; (46-69) for GOOD; (70-79) for BEST; 
and (80-100) for EXCELLENT practice. The corresponding Best Practice Gap (BPG) 
Value for each practice represents a gap in either `efficiency' or `effectiveness' or 
both. A `positive' BPG, suggests the `enabler' or `results' practice is in either the 
`best' or `excellent' practice category; with several areas of strengths and few areas 
for further improvement. A `negative' BPG suggests the `enabler' or `results' practice 
is either in the `good' or `weak' practice category, with few areas of strength and 
several areas for improvement. When used in this way the `efficiency-effectiveness' 
evaluation criteria and Osseo-Asare's Scoring Mechanism can replace the EFQM 
Scoring Matrix, which is rather too subjective and inconsistent in deciding the 
boundaries of `weak', `good', `best', and `excellent' practices. This researcher 
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believes that, the adoption of the notion of 'Best Practice Gaps', would speed up the 
process of evaluating practices; the process of identifying areas of strengths and areas 
for improvement; and reduce the cost of bureaucracy by shortening the decision- 
making processes and reducing the volume of paperwork 
Summary of the Critical Work undertaken and the Contribution to Knowledge 
Section [6.1] first summarised the conclusions drawn from the first five chapters of 
the thesis, which provided the justification for carrying out research into quality in 
higher education based on a clearly defined research gap, research problems, research 
questions and objectives. This led to the adoption of a critical realist stance and choice 
of questionnaires and interviews for both exploratory and conclusive phases of the 
field research survey. Second, it reflected on the extent to which the primary and 
secondary research objectives have been achieved. The identification of CSFs in 
higher education, followed by identification of best practices linked to each CSF, and 
finally by explanation of the association between CSFs and best practices; confirmed 
that, the three secondary research objectives have been achieved. This provided the 
basis for creating a theory grounded in the empirical data collected, which 
subsequently led to the development of the academic quality model. Third, 
it 
commented on the critical realist stance adopted by exploring similarities between 
critical realism and coherenticism. The conclusion is that both philosophical positions 
encourage a mix methods approach to research, which is intended to enrich the data 
collected and ultimately increase the reliability and validity, and reduce bias in the 
findings. Finally, six areas of the thesis' contribution to knowledge were identified as: 
" Introduction of the notion of Best Practice Gap (BPG), as a tool for measuring 
perception gaps, and generating alternative strategies for improving quality 
management practices; 
" Introduction of Osseo-Asare Scoring Mechanism for categorising quality 
management practices into 'weak', 'good'. 'best, and `excellent'. 
" Creation of a coherent Theory for sustaining academic quality improvement; 
" Development of a composite definition of academic quality; 
Development of the autonomy-accountability model for sustaining academic 
quality improvement and management; 
Modification of the EFQM terminology to make it more contextual and therefore 
appropriate for higher education. 
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62 
Practical Recommendations for 
Sustaining Academic Quality 
Improvement and Areas 
for Further Research 
"... Financial issues... bare on the whole structure of higher education; its purposes; and how it can 
best make its contribution to our economic wellbeing in a decade in which the basis of our prosperity 
will increasingly be challenged "(Dearing, 2003: 12) 
ý'L_his 
is the final section in the last chapter of the thesis, which provides a set of 
recommendations and highlights areas for further research at the post-doctoral level. 
The recommendations are derived mainly from the `weak' quality management 
practices in the pools of critical success factors and associated academic quality 
management tasks and activities in Appendix C3, C4 and C5. The recommendations 
are based on the recognition that a Best Practice Gap (BPG) comprises of two 
component gaps: a managerial efficiency gap and leadership effectiveness gap. To 
show the strategic relevance of these recommendations, they are linked to each area of 
the Model developed in this thesis. This means we have a set of recommendations to 
help preserve institutional autonomy and intellectual freedoms, and another set of 
recommendations for ensuring accountability to internal and external Stakeholders. 
6.2.1. Sets of Practical Recommendations for Sustaining Academic Quality 
This sub-section presents eight sets of practical recommendations for preserving 
institutional autonomy and ensuring accountability to both internal and external 
stakeholders in UK higher education. The first 'five' sets of recommendations relate to 
the 'five' autonomy criteria in the model, and the second 'three' sets of 
recommendations relate to the 'three' accountability criteria. For each criterion, 
specific recommendations are made, which require management and leadership action 
at strategic, tactical, and operational levels within individual institutions. 
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A. Recommendations for Preserving Institutional Autonomy 
The 'five' sets of recommendations for preserving institutional autonomy and 
individual intellectual freedoms are presented as follows: 
Recommendation: #1: 
Managerial Leadership For Academic Quality: 
"A composite definition ofAcademic Quality should be agreed on by the Chancellery, Deanery 
and Heads of Department, and used as the means for achieving and sustaining Academic 
Excellence - defined to include Teaching, Learning, Scholarship and Research Quality. 
" Vision Statements should explicitly reflect on Local, Regional, National and International 
Standards for Academic Excellence, and should underpin Statements of Institutional Mission. 
" Mission and Vision Statements should be translated into statements of values and principles, 
which reflect the need to preserve Academic Freedoms and Institutional Autonomy, whilst 
ensuring accountability to Internal and External Stakeholders. 
" Standards of Academic Excellence should reflect on issues of Diversity, Equality, and the 
creation of a Learning Institution, a Knowledge Society, and Knowledge-based Economy. 
" Ensuring that decisions to discontinue a Programme or a Teaching and Research Quality 
improvement initiative - because of continuous lose of teaching and research revenue - are 
timely and do not worsen liquidity problems. 
Recommendation: #2: 
Data, Information, Intelligence, Knowledge: 
" Promoting Management By Facts (MBF) - rather than Management By Misinformation 
(MBM) - by ensuring that Data are well sourced, up-to-date, and efficiently processed 
into 
relevant information for teaching and research quality improvement decisions 
Encouraging the setting up of formal and informal Networks for Internal Transfer of Best 
Practices and Cross-Institutional Sharing of Data, Information, Intelligence and Knowledge 
on Weak, Good, Best, and Excellent Practices. 
Establishing dedicated Marketing Departments and implementing Marketing Intelligence 
Systems for capturing and processing feedback from Students, the QAA, the HEFCE, 
Accreditation Bodies, Professional Bodies, potential Employers and other external 
Stakeholders. 
" Ensuring that approach to Managing Knowledge is both Retrospective and 
Prospective and 
ensures that feedback from Internal and External Stakeholders are incorporated into 
Teaching and Research Quality Improvement Policy and Strategy on time. 
Recommendation: #3: 
Funding and other Resources for Teaching and Research Quality: 
Chancellery, Deanery, and Heads of Departments need to ensure there is strong Budgetary 
Support for Regular Maintenance and Increased Investment in Infrastructure for Teaching 
and Research, Administrative, and Support-service operations. 
" Setting up Teaching and Research Quality Improvement Budget 
Centres (QIBCs) comprising 
of Cost Units, Revenue Units. Cost Units should make use of Activity-based 
Costing Methods 
as part of Cost-Benefit Analysis, backed by realistic 3-5 year Cash Flow Forecasts. 
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" Ensuing that Collaboration with Further and other Higher Educational Institutions; 
Government Departments - including the QAA and HEFCE; and other local, regional, 
national, and international Public Sector organisations - are mutually beneficial and not 
simply an exercise in public relations. 
" Encourage Partnerships with local, regional, national, and international Private Sector 
Organisations, which actually support Masters, Doctoral and Post-doctoral Programmes and 
Professorships in applied research and learning. 
" Using ICT infrastructure to effectively communicate Quality Improvement Objectives and 
Targets through timely Deployment of Quality Improvement Policy and Strategy. 
" Chancellery, Deanery, Heads of Department, Quality Managers, should be able to defend the 
levels of funding required, and be actively involved in efficiently allocating funds to well 
motivated Staff, empowered to ensure Continuous Processes Improvement. This will help 
ensure there is a high degree of certainty about Funding levels and therefore Staffing Levels - 
including levels of other Teaching and Research Resources. 
" Implementation of deliberate Policies and Strategies for creating Synergies in academic and 
non-academic areas, to ensure effective interface management and reduction in the cost of 
bureaucracy. This requires effective integration of academic, administrative, and support- 
service functions. 
Recommendation: #4: 
Staff Performance, Results, and Rewards Management: 
" Top management and leadership to ensure that Staff fj`' Development Budgetary Systems are 
decentralised in support of Professional Development Initiatives. 
" Implementation of deliberate strategies for reducing Staff Turnover aimed at maintaining 
appropriate Staff Student Ratios and increasing Staff Retention Rates. 
Effective Management of Stress at work by monitoring Number of Days off Sick and take 
appropriate action in order to control the negative impact ofAbsenteeism on Staff and Student 
Morale. 
Ensuring that `task completion' is explicitly linked to specified 'reward or recognition' for 
efficient and effective operation of Reward Systems. 
" Quality Managers and Leadership should ensure active involvement of 
Teaching and 
Research Staff in setting Quality improvement Objectives and Targets for their areas of 
responsibility; and increased participation in the TQA and RAE Processes. 
Implementation of an open two-way Communication System, which captures feedback from 
Staff and responds quickly to Staff Welfare, Leadership Training and Development Needs. 
" Ensure internal Regulations are easily understood and correctly interpreted 
by Staff. 
" Chancellery, Deanery, Heads of Department, and Quality Managers should 
deal with issues 
of discrimination openly in a way not to offend individual sensitivity at work. 
" Providing support for Staff who have just being promoted to give them confident 
in their new 
roles 
Society as a whole demands Equal Opportunity, top managers and leaders of institutions 
should continue to pay serious attention to areas which impacts significantly on their 
institution's national and international reputation as a Centre for Academic Excellence. 
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" Staff involvement should be both top down and bottom up, where they are required to endorse 
key improvement decisions made at the top; after critical evaluation while maintaining 
loyalty. 
" Performance Appraisal System (PAS) to be effectively integrated with Performance 
Management System (PMS). 
" Procedure for Performance Appraisal Systems (PAS) varied sufficiently to take account of the 
needs of Staff with disabilities or difficulties in a work environment. 
" Staff Promotion and Rewards should be related to Staff Performance and future potential, and 
less on effectiveness of lobbying. 
" Strengthening the association between Staff Performance Indicators and Staff Rewards, to 
give Staff a high degree of certainty regarding their Career Prospects in their departments, 
and to prevent Management and Leadership by Misinformation. 
" There is an urgent need to encourage both Team and Individual Efforts; and ensure that 
Annual Staff Appraisals are effectively linked to Promotions to Senior Lectureships and 
Professorship and Improvement in Staff Finances. 
" Setting up Quality Teams led by research-active Staff and comprising of Teaching and 
Research Staff who are not research-active, to help them critique texts and articles in their 
areas of expertise as basis for improving the Quality of Scholarship and Teaching, and 
increasing Research Outputs. 
Recommendation: #5: 
Process Performance and Results Management: 
" Tasks and Activities making up a Process need to be monitored on regular based to ensure 
timely redesign of Processed in order to sustain Continuous Process Improvement through 
Value Adding and Cost Effective Operations. 
" Implementation of effective Processes for synthesizing Teaching and Research Quality 
Improvement Policy and Strategy fr om Principles and Values. 
Effective Top-down Process of Communicating Explicit Statements of Teaching and Research 
Quality Improvement Policy, Strategy, Objectives and Targets. 
Implementation of Open Bidding Processes for efficient allocation of Funds under explicit 
conditions. 
The extent to which Team dynamics impact on actual Individual performance at work should 
inform the process of setting Teaching and Research Quality Improvement Objectives and 
Targets. 
Elimination of overlaps in the actual work Teaching and Research Staff are expected to carry 
out as stated in their Job Descriptions. This calls for a regular online process 
for updating 
Job Descriptions and effectively matching Job Specifications with Job Description to reflect 
individual ability. 
Ensuring that Process Improvements and Performance Results are accurately measured as far 
as practicable, to ensure consistency with assessment of performance gaps. 
" Ensuring that Resource Allocation for Process Improvement is based on the concept of 
internal customers and suppliers, and reliance on accurate data and relevant information, 
intelligence and knowledge about achievable levels of improvement. 
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" Implementing Processes for meeting the requirements for various Performance Excellence 
Awards. Ensuring that these requirements can be met cost-effectively, and relate to Research, 
Scholarship, Teaching and Learning. 
B. Recommendations for Ensuring Accountability to Stakeholders 
Three sets of recommendations are presented in this section under each of the `three' 
accountability criteria in the Model - these recommendations are self-explanatory. 
Recommendation: #6: 
Students Performance Results Management: 
" Ensuring that Rules and Regulations are clear and varied to meet the Needs and Expectation 
of the diverse Student population. To do this effectively requires input from Teaching and 
Research Staff, Administrative and Support-service Staff, and representative of Students' 
Unions. 
" Effective Harmonisation of Students Complaint Procedures, ensuring they are less 
bureaucratic, and not restricted to lower level managers and leaders who are not key 
decision-makers in their departments, school or institutions. 
" Combine the use of Questionnaires with Focus Groups of Students and Tutors; and 
Questionnaire and Interview Questions should attempt to capture the real needs and 
expectations of Students. 
" Pastoral Care Systems to deal more effectively with areas students are most interested in, 
such as: students finances, staff-students relationships, health and safety, socialisation - 
including anxieties and fears of students in particular the young, disabled, from overseas, with 
language difficulties. 
" Effective management of serious academic offences and appeals relating to examinations and 
assignments results, and research supervision at undergraduate and post-graduate levels. 
" Students should be notified on regular bases when Results from Students Satisfaction Surveys 
are incorporated into Teaching and Research Quality Improvement Policy and Strategy. 
" Quality Managers and Leaders to prioritise the Needs and Expectations of Students, in 
recognition of the strategic importance of strengthening the link between Student Delight and 
Student Loyaltyfor effective Alumni Relationship Management. 
" Implementation of Strategies for Handling Staff-Student Complaints about Teaching 
approaches and the quality of Research Supervision. 
" Equipping Academic and Non-academic Staff with the skills and investing in Teaching and 
Learning facilities in order to improve the quality of the Learning Experience of Students with 
disabilities; and to help students move from surface-learning to deep-learning. 
Recommendation: #7: 
Government, Potential Employers, and other External Stakeholder Results 
Management: 
" Increasing Research Output through active participation in Environmental Sustainability 
Research Projects sponsored by Local, National, and International Environmental Protection 
Bodies. 
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" Strengthening Partnership arrangements with Government Departments and Agencies such as 
the Department of Education and Skills, the Department of Trade, the Quality Assurance 
Agency (QAA) and Higher Education Funding Council for England (HEFCE) to meet the Funding requirements, and requirements for Students and Staff with Disabilities. 
" Implement deliberate strategies for dealing with the impact of Widening Participation on 
Entry Standards; Standards of Awards; Employability of Graduate; Staff Teaching Practices 
and Staff Morale. 
" Implement a Policy for Recruiting from the local community, and be actively involved in 
supporting Community Sports and Leisure activities. 
" Ensure Staff at all levels of management and leadership - with responsibility for Teaching 
and Research Quality Improvement - belong to reputable Professional Bodies, which promote 
Teaching, Learning and Research Quality. 
Recommendation: #8: 
Key Institutional Results Management: 
" Justification of Strategic Quality Improvement Plans based on Institutional and Departmental 
priorities, and realistic and achievable Teaching and Research Quality Improvement 
objectives and Targets. 
" Ensuring that where frequent restructuring becomes necessary, they do not lead to dramatic 
changes in Teaching and Research Quality Improvement Policy, Strategy, Objectives and 
Targets, at all levels of the management. 
" Effective Cash Management by working out a mechanism for internal transfer of idle cash 
from departments with no viable projects to spend on, to others with viable projects but no 
cash. 
" Use a comprehensive and balanced mix of Financial and Non-financial Measures. 
" Implement deliberate policy and strategy for reversing negative trends in meeting Teaching 
and Research Budgets, and sustaining positive trends on continuous basis. 
" Adopt Management By Exception (MBE) principles when acting on variances from Teaching 
and Research Performance Objectives and Targets. 
" Teaching and Research Quality Improvement Plans should be consistent with Cash Forecasts. 
This requires effective integration of Short-term Quality Improvement Plans with Long-term 
Quality Improvement Plan, to prevent misappropriation of resources and missed 
opportunities. 
" Active lobbying by Chancellery and Deanery of Government Departments and potential 
Employers and Funding Bodies in raise money to deal with backlog for Teaching and 
Research Infrastructure. This should be based on a well thought out Strategic Quality Plan for 
the Institution and the various Departments. 
In summary, it is worth noting that, the 'model' as it stands is essentially conceptual, 
which means the above recommendations underpinning the model would need to be 
tested before they are fully implemented. The testing of the theory created in this 
thesis, as well as the model and recommendations would be piloting out as part of a 
post-doctoral research project. 
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6.2.2. Areas for Further Research 
A number of general and specific areas for Further Research at a post-doctoral level 
are outlined below. The Specific Areas are linked to each criterion in the Model. 
General Areas For Further Research 
1. Pilot testing the Model in a number of Departments at the University of Derby 
in the UK and at Penn State University in the USA, as part of a Comparative 
Study on the Model's acceptability and applicability. 
2. Pilot testing the Model in UK HEls, which are adopting the EFQM Model, in 
order to assess the Model's compatibility with the EFQMframework. 
3. Application of Kanji's Methodology to determine the performance indices for 
each `autonomy' and `accountability' criterion, in order to calculate the 
Academic Excellence Index for each participating Higher Education 
Institution in this doctoral thesis. This will be based on the assumption that a 
deterministic causality exists between the two sets of criteria in the Model. 
4. Making use of a simplified version of the Questionnaire to carry out a 
Research Survey involving a much larger sample size, and adopting Kanji 's 
deductive methodology, with a view to extending the degree of generalizability 
of the research results. 
5. Even though the notion of Best Practice Gaps (BPGs) and the definition of 
'weak ; good ; 'best, and `excellent' practices are empirically derived and 
conceptually sound, they need to be tested to determine the level of 
acceptability and applicability amongst academics/practitioners in UKHEIs. 
6. Even though confidence in the four levels of scores adopted by the Osseo- 
Asare Scoring Mechanism was increased when the empirical results were 
mapped against them the scoring mechanism needs to be subjected to fuller 
validation at the post-doctoral level. 
Specific Areas For Further Research 
Specific Research Area #1 
Managerial Leadership: 
A Critical Evaluation of the relative stability between the multi-dimensions of 
Managerial Leadership for sustaining Teaching and Research Quality 
Improvement in Post-1992 Universities. 
Specific Research Area #2 
Transfer of Best Practices: 
The Nature of the Impact of internal transfer and cross-institutional sharing of 
data, information, intelligence, and knowledge on weak, good, best, and excellent 
Teaching and Research Quality Management Practices; on the level of 
competition and on institutional effort to sustain competitive advantage through 
academic quality improvement. 
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Specific Research Area #3 
Funding and Quality Gaps: 
Determining the Sensibility of Teaching and Research Quality Gaps to percentage 
changes in Funding Gaps of Budget Deficits. 
Specific Research Area #4 
Interface Management: 
Identification and critical evaluation of the Multiplicity of management and 
leadership Skills required to efficiently and effectively manage the Interface 
between academic and administrative functions. 
Specific Research Area #5 
Process Design Management: 
Developing a systems-based methodology for re-designing Teaching and 
Research Processes using established hierarchical relationships between key 
teaching and research quality improvement tasks and activities known to deliver 
significant improvements in performance results. 
Specific Research Area #6 
Students' Delight: 
Evaluating the extent to which scarce funding and other resources for Teaching 
and Research should be used with the objective of achieving performance results, 
which delight students as customers; rather than achieving baseline or optimal 
results. 
Specific Research Area #7 
QAA and HEFCE Requirements: 
Contrasting the recently introduced QAA Model for Institutional Review and the 
proposal for revising the HEFCE Model for Research Quality Assessment with 
Internal Processes in order to identify areas for synergy. 
Specific Research Area #8 
Management of Teaching and Research Overheads: 
Evaluating the Benefits and Limitations of adopting Activity-Based Costing 
Systems in order to effectively manage the Overhead Expenditure incurred by 
Teaching and Research Quality Improvement activities. 
This brings to a successful completion what might best be described as an insightful 
empirical research into quality in an increasingly competitive higher education 
environment. With adequate funding and availability of other research resources, this 
researcher hopes to undertake further research in the areas identified above. 
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Bibliographical Notes 
CHAPTER ONE: 
United Kingdom comprises of England, Scotland, Wales and Northern Ireland (DfES, 2003: 1). Even though 
the higher education institutions (HEIs), which participated in this doctoral research study, were all from 
England, the research findings have serious implications for HEIs in Scotland, Wales and Northern Ireland. 
This is partly because the sample under study comprises of pre-1992 and post-1992 institutions. Scott (1995) 
categorised UK HEIs into seven groups comprising: (1) Oxbridge, (2) London, (3) Civics, (4) Redbricks, (5) 
Plateglass, (6) Technology, and (7) new institutions of 1992. The first six groups comprise of pre-1992 or 
'old' universities and the last group comprises of post-1992 or'modern' universities, majority of whom were 
former polytechnics. 
2. Academic Areas as referred to in this thesis comprise of Teaching, Learning, Scholarship, and Research 
functions or activities. Many academics and practitioners narrowly define Academic Excellence in terms of 
`Teaching and Research' excluding Learning and Scholarship (Biggs, 2003; Bushaway, 2003; DfES, 2003: 23, 
46). This doctoral research thesis recommends a holistic definition comprising of all four areas in an 
integrated manner. 
3. The UK Labour Government Secretary of State for Education and Skills - Charles Clarke - presented the 
Government White Paper on Higher Education Policy titled: The Future of Higher Education to Parliament in 
January 2003. The central theme was `increased investment in higher education in order to maintain national 
and international excellence through competitiveness'. 
4. Criticality used in this doctoral thesis refers to `the measure of the extent to which an internal, external or 
competitive environmental factor is judged to be very important and very effective in the achievement of 
institutional performance results. It is considered that the extent to which a factor is deemed to be `critical' 
changes overtime and needs to be monitored on regular basis to determine their relative ranking and 
contribution to performance improvement. The term relates to the notion of `Critical Success Factors (CSFs) 
defined by Boynton and Zmud (1984) as those few things that must go well to ensure individual and 
organisational performance success. 
Tools and Techniques in quality management terminology refer to performance measurement devices, which 
are a part of the 'hard' elements of TQM (Dale, 1999). There is a clear distinction between 'models', 'tools 
and techniques', and 'award criteria' in this research thesis. The term 'model' is defined in this thesis as a 
conceptual representation of the reality pertaining within UK higher education institutions. This reality is 
assessed by finding out how individual quality managers perceive a quality management practice in terms of 
its relative efficiency and effectiveness in delivering real improvement in the quality of teaching and research. 
The 'model' developed in this thesis fits this definition because it is essentially conceptual and needs to be 
pilot tested before full implementation - this will be at the post-doctoral level. Following successful testing of 
the 'model' a 'autonomy' and 'accountability' criteria together with the scoring mechanism will be used to 
transform the model into quality assessment 'tool and technique'. For instance, institutional or departmental 
performance could be self-assessed against each criterion to determine if quality management practices are 
'weak', 'good', 'best' or 'excellent' depending on the number of points scored out of say a total of 1000 points. 
Where an external funding body wants to award institutions for their efforts towards academic excellence, the 
'model' as a self-assessment 'tool or technique' could then become the basis for awarding excellence in 
teaching and research - by so doing the model becomes an'award criteria' (see Figure B1 below). 
Figure B1 
e Transition from a Model to an Award Criteri 
Source: Osseo-Asare Jr.. 2003 
MODEL TOOL OR TECHNIQUE AWARD 
10 CRITERIA 
" Theoretical, " Model concepts pilot tested and accepted, 
" Abstract, "Self-assessment methodology developed, 
External Body; " 
" External Assessors 
" Conceptual, " Scoring Mechanism accepted; 
educated and trained; 
" Frequency of 
" Concepts not tested " Internal Assessors educated and trained; 
assessment 
determined; 
in practice. 
" Periodicity determined " 
Nature of Award 
. determined. 
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APPENDIX: Al 
A Detail Description of the Nature of the Problems Associated with the 'Nine' Research Gaps 
Source: Osseo-Asare Jr. 2003 
Problem #1: The Problem of How to Effectively Identify and Measure Critical Success Factors in 
Higher Education Institutions 
The literature suggests there is a significant perception `gap' in the theory and practice of the concept of critical success factors 
(CSFs), in the higher education environment. First, this 'gap' seems to have been created as a result of a lack of appropriate 
definition of 'critical success factors' that is applicable to higher education. It represents another example of industry and 
commerce forcing its own terminology on public sector higher education sectors, and arrogantly assuming academics 
understand 'criticality' and 'success' when used together. Following from the pioneering work of Daniel (1961), other 
researchers including Kanji and Tambi (2002), have worked hard to introduce the concept to UK higher education - albeit with 
some difficulty. Academics and administrators accept the fact that, there are many diverse factors operating inside and outside 
higher education institutions (HEls), some of which are generic to the higher education sector, whilst others are specific to 
individual higher education individual institutions. It raises the question about the viability of introducing a measurement 
instrument based on predetermined set of criteria for determining the 'criticality' of these factors and linking them with 
performance measures and indicators. 
Problem #2: The Problem of How to Successfully Implement strategies for diversifying sources of 
funding 
Existing literature identify the private and public sectors as the two main sources of funding for UK higher education. Whereas 
public sector funding for public sector higher education institutions is expected, there is still controversy over the extent to which 
private sector funding should be permitted, and how far institutions should be allowed to enter into commercial ventures. The 
Government has the political power to finance public higher education institutions; students as consumers and customers are also 
expected to directly or indirectly pay for the services provided, but the contribution from potential employers and the community 
in which institutions operate in is still not clear. This raises questions about the extent to which a mutually beneficial strategic 
relationship can be developed and sustained to maintain continuous inflow of funds for achieving academic excellence (Clarke, 
2003: 3). The literature also identified international funding bodies as possible source of funding. 
Problem #3: The Problem of How to Sustain A Continuous Inflow of Financial Resources for 
Increased Investment in Infrastructure 
The literature suggests that, there is a significant efficiency 'gap' in the way in which individual higher education institutions 
combine their financial and non-financial resources, in order to secure their sovereignty and autonomy. Studies 
by Williams 
(1991), Becher and Kogan (1992), Barnes (1999) and McNay (1999), conclude that, without regular independent inflow of 
financial resources a publicly funded higher education institution has no way of exercising sovereignty; and unless the financial 
inflow is substantial, its autonomy will be severely compromised. This raises a fundamental question about the effectiveness of 
institutional financial management, in terms of their ability to acquire and efficiently allocate funds to various departments, using 
'quality' as a policy instrument, for selective allocation of funds for teaching and research activities. It also raises the question 
about the extent to which individual departments can help the whole institutions to achieve its key goals in the areas of: 
International Competitiveness; Regional Regeneration; Widening Participation and Lifelong Learning. These key goals are at the 
heart of the recent Government strategy for the future development of higher education in the United Kingdom (Department of 
Education and Skills, 2003). 
Problem #4: The Problem of QAA and HEFCE Models overemphasising processes' at the expense of 
'inputs' and 'outputs' 
The literature suggests that, continuous improvement in core processes is necessary over a relatively long period of time, to 
provide the basis for the more short-term radical change and improvement, suggested by alternative philosophies of change; 
for 
instance, Business Process Re-engineering (BPR) or Mangement. Research by Kanji and Tambi (1999: 144) and later by Osseo- 
Asare and Longbottom (2002: 26-36) confirmed that 'processes' as a critical success factor is ranked by most UK higher 
institutions as being more important than 'leadership'. This according to TQM advocates including Kanji and Tambi (1999), is 
strategically wrong, because the most important factor in the successful implementation of TQM processes, 
is the `total' 
commitment of top-leadership of an institution. It raises questions about the mix of processes necessary to achieve 
institutional 
academic objectives. Also whether or not there is a sustainable framework for ensuring continuous inflow of resources and 
measuring outputs from processes, and ensuring that, activities and tasks, making up each process are selected after careful 
evaluation on the basis of their contribution to achieving long-term institutional objectives. Even though advocates of 
TQM and 
TQM-driven Excellence models believe they are applicable in any organisation, critiques have expressed serious doubts as to 
their suitability in an increasingly complex higher education environment. This raises questions about the extent to which, the 
frameworks offered by the Quality Assurance Agency (QAA), the Higher Education Funding Councils (HEFCs), TQM and 
TQM-driven Excellence Models, constitute the building blocks for developing appropriate alternative holistic and integrated 
model for UK higher education institutions. Also whether or not such a model incorporates `generic' and `specific' 
factors, in 
order to maximise the benefits of synergy, which include efficient allocation and utilisation of scarce resources. 
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Problem #S: The Problem of How pre-1992 and post-1992 Institutions not being able to Share Good 
and Best Quality Management Practices in order to act Strategically to Sustain National and 
International Competitiveness and Excellence 
The literature suggests that, the government, its departments and agencies - as the main stakeholder in higher education - have a 
greater ability to act strategically, to influence the strength of current competition within the Higher Education Industry, and in so 
doing determine the structure of the higher education market. Successive UK Governments have acted directly and indirectly to 
shape the structure of the UK Higher Education Market, in order to achieve their political, social and economic objectives. The 
existence of sub-groups within the pre-1992 and post-1992 categorisation of universities in the United Kingdom bares testimony 
to the fact that, higher education institutions are still very much interested in protecting their sovereignty and autonomy. This 
they do by acting collaboratively and in partnership with institutions with similar missions, in order to minimise the negative 
impact of direct government intervention on institutional sovereignty and academic freedom and autonomy. 
Problem #6: The Problem of developing an acceptable Composite Definition of Quality, and 
Sustaining its Link with Excellence in a Higher Education Environment 
The literature suggests that, the term quality is no longer a basic attribute of a product or service, but now a means to achieving 
excellence (Liston, 1999: 11). The writings of Green (1994), and Brennan and Shah (2000), suggest that, the meaning of 'quality' 
in higher education is still an elusive term whose meaning is difficult to articulate; with very few agreeing on one universal 
definition or approach to quality. It raises the question about the extent to which a 'composite' definition and meaning of quality 
can be derived for use in higher education; and whether or not this composite definition will be acceptable in a higher education 
environment. Most national quality bodies in Europe including the UK have failed in their attempt to come up with a composite 
conception of quality that would achieve legitimacy with stakeholders in higher education. This failure has led to a situation 
where the most powerful stakeholder group decides on which definition and approach to apply in order to achieve their stated 
aims and objectives (Harvey and Green, 1993; Brennan and Shah, 2000: 18). 
Problem #7: The Problem of adopting a Reflective Teaching and Learning Model in order to Sustain 
Continuous Improvement in the Quality of Teaching and Learning 
The theory of constructivism unlike phenomonography, focuses on students' learning activities, rather than teachers' teaching 
activities. Various studies suggest that, in order to improve the quality of teaching and learning, constructivism is more 
appropriate, because it provides a broad-based theoretical framework that is empirically sound, which helps teachers reflect on 
their teaching. Knowledge, according to constructivists is constructed by whether or not a student adopts a `surface' and/or 
`deep' approaches to learning. According to Biggs (2003: 13), teachers should discourage surface learning, because, low 
cognitive level of engagement results in fragmented learning outcomes that do not convey the meaning as construed by the 
student; deep approach, however, should be encouraged, because it yields meaning as construed by the student. What students 
construct from a learning encounter depends on their motives and intentions, on what they know already, and on how they use 
their prior knowledge. Meaning is therefore personal, from a constructivist point of view; however, what is common is the 
alternative, where, meaning is transmitted from teacher to student, as suggested by phenomenography-driven teaching (Biggs, 
2003: 13). It raises questions about the extent to which the various models for assessing academic quality take the constructive 
approach into consideration. These models do not effectively couple teaching with learning; quality of inputs, with the quality of 
processes and of outputs. 
Problem #8: The Problem of adopting a Reflective Research and Scholarship Model in order to 
Sustain Continuous Improvement in the Quality of Research and Scholarship 
The literature on systems thinking, suggest that, an inputs-processes-outputs model for research quality management can be 
developed, based on identifiable inputs, processes and outputs. It also suggests that, improving the quality of research outcomes 
for a particular academic discipline raises fundamental questions about how core research processes are integrated, in an 
environment of scarce research resources. TQM and TQM-driven Excellence models unlike the HEFCE Research Excellence 
Model do not seem to relate well to the organisation of research at the departmental or school level. This has serious implications 
for the quality of inputs into research processes, the quality of research processes, and the quality of research outcomes in higher 
education institutions. The literature clearly suggests that, effective management of research at the department or unit level is 
essential for maintaining the management of research at the institutional or macro level. It also suggests that, for an institution as 
a whole to maintain excellence in research outputs, it needs to put in place cost-effective structures and systems, which will 
sustain continuous improvement of research quality in all areas. 
Problem #9: The Problem of adopting a 'totalizing' philosophy in order to sustain continuous 
improvement in Academic Quality 
The philosophical debates about the meaning and relevance of total quality management (TQM) in a higher education 
environment is still ongoing, and some still doubt the effectiveness of TQM approach for assessing, assuring, and managing the 
quality of academic services. There are already over 25 alternative management models based on the philosophy of Total 
Quality Management (TQM). These models include the EFQM Excellence Model developed by the European Foundation for 
Quality Management (EFQM, 1999); the Malcolm Baldrige National Quality Award (MBNQA, 2002) Model in the USA; and 
Kanji's Business Excellence Model (Kanji and Tambi, 1999). Some of these models are generic, and others have been 
specifically applied to higher education with some relative success in administrative and support-service areas, but less success in 
academic areas of teaching and research. This raises the question about the effectiveness of other management philosophies, 
which are alternatives change initiatives comparable to Total Quality Management; such as: Best Practice Benchmarking; and 
Business Process Management. The literature suggests that the global trend towards improving the quality of administrative and 
support-service activities has not been adequately matched by serious effort to improve the quality of teaching and learning, 
research and scholarship. This poses questions about the extent to which, an assessment of academic quality should include the 
assessment of the quality of key administrative and support-service activities - where 'totalizing' means inclusiveness. 
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APPENDIX: A2 
A List of Broad & Specific Research Questions derived from the Research Problems in ApuendixAl 
Source: Osseo-Asare Jr. 2003 
A VER GENERAL EXPLORATORY RESEARCH QUESTION 
WHAT ARE THE CRITERIA OR CRITICAL SUCCESS FACTORS FOR 
DECIDING THE APPROPRIATENESS OF A QUALITY MANAGEMENT 
MODEL IN UK HEIs? 
Tvnes of Research Questions: B -Broad Question S- Specific Question 
QUESTIONNAIRE QUESTIONS TYPE 
I Which of the following job positions do you occupy within your institution/school? B 
2 Do you have a Job Description clearly defining your responsibility for quality in your institution/school? S 
3 How many years experience do you have in the areas of quality and performance improvement, and/or best S 
practice and excellence management? 
4 Does your institution/school have a dedicated division/department/section solely responsible for quality 
management issues e. g. Teaching and Research Assessment Scores? 
S 
5 Does your institution/school have personnel at top management level e. g. deanery with responsibility for 
leading and formulating institution/school-wide quality improvement strategies? 
S 
6 Do you know your institution's/school's most recent AA Score? S 
7 How would you describe your institution's/school's internal reporting system for quality management? S 
8 Please define or describe briefly the notion of 'Excellence' in the context of your institution/school based on B 
our personal observation and experience? 
9 Have the UK Quality Assurance Agency's requirements for quality improvement in higher education brought 
about significant quality improvement in your institution/school? 
S 
10 In your opinion what are some of the major strengths and weaknesses in the use of QAA procedures for quality 
management in higher education? 
S 
11 Into which category would you put the QAA procedures for assuring academic quality? S 
12 Which of the following Student perception measures have been implemented within your institution/school? S 
13 Which of the following Academic and/or Administrative Staff perception measures have been implemented S 
within your institution/school? 
14 The following perception measures are recognised by external agencies (e. g. QAA; Funding Councils; 
Publishers of League Tables; which of these have been implemented within your institution/school? 
S 
15 To establish the views, needs and priorities of staff, a range of approaches is used to capture direct feedback. 
Which of the following approaches have been implemented in your institution/school? 
S 
16 Which of the following perception measures have been implemented in your institution/school, in order to S 
measure the perception the community/society has about your institution/school? 
17 To what extent do you agree that previous QAA exercises conducted within your institution/school resulted in 
achieving improvements in the following performance measures? 
S 
18 Your personal involvement in the development and communication of the school's mission and vision, using S 
top down, bottom up and horizontal communication channels. 
19 Your personal and active involvement in sharing best practice and knowledge as basis for creating and S 
sustaining a culture of excellence. 
20 Your personal and active involvement in aligning staff job descriptions and reward systems with quality 
improvement policy and strategy in order to identify and prioritise quality improvement activities. 
B 
21 Your active involvement in encouraging and supporting inter-departmental and inter-school collaboration 
through participation in partnerships and joint improvement activities. 
S 
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22 Your personal involvement in stimulating and sustaining staff involvement in health and safety, the S 
environment and social responsibility issues through timely recognition of both team and individual efforts at 
all levels within the school. 
23 Your personal involvement in acting upon your own future leadership requirements and upon the findings of S 
leamin activities. 
24 Your personal and active involvement is aligning the school's structure, human resource plans, and key S 
processes with its quality improvement policy and strategy in order to sustain team effort. 
25 Your personal and active involvement in ensuring that an integrated system for managing quality improvement S 
rocesses is developed, implemented and controlled. 
26 Your personal and active involvement in determining and meeting the present and future needs, expectations S 
and concerns of all identifiable stakeholders, e. g. students and staff. 
27 Your personal and active participation in professional bodies, conferences and seminars, in order to promote S 
and support strategies for sustaining quality improvement in higher education. 
28 Your personal and active involvement in communicating your school's quality improvement objectives and S 
targets to all identifiable stakeholders. 
29 Your active involvement in information gathering to help define the market and market segment the school will S 
operate in both now and in the future. 
30 Basing quality improvement policy and strategy on information from internal and external performance S 
indicators, marketing research and learnin activities. 
31 The need for quality improvement policy and strategy to clearly identify present and future critical success S 
factors as basis for gaining competitive advantage. 
32 Incorporating alternative scenarios and contingency plans into quality improvement policy and strategy to S 
address risk and uncertainty in the future. 
33 Your active involvement in the deployment of quality improvement policy and strategy throughout the school, S 
through a framework of key/core processes. 
34 Your regular evaluation of academic and/or administrative staff awareness of quality improvement policy and S 
strategy throughout the school 
35 Your active involvement in encouraging the use of quality improvement policy and strategy as basis for S 
planning improvement activities and setting improvement objectives and targets throughout the school. 
36 Your active involvement in the creation of synergy in partnership relationships to improve key processes and S 
add value to both the internal and external customer-supplier chain. 
37 Your personal and active defence of the requirements for funds in support of quality improvement policy and S 
strategy implementation. 
38 Your active involvement in managing the maintenance and utilisation of buildings, equipment, and materials to S 
improve total asset life cycle performance. 
39 Your active involvement in identifying and evaluating alternative and emerging technologies in the light of S 
changing quality improvement policy and strategy and their impact on the school and society. 
40 Your personal involvement in collecting, structuring, and managing information and knowledge, in support of S 
our school's quality improvement policy and strategy. 
41 Your personal and active involvement in piloting and controlling the implementation of new or changed S 
processes. 
42 Your personal and active involvement in identifying and prioritising improvement opportunities and other B 
process changes both incremental and breakthroughs. 
43 Your personal and active involvement in designing key processes needed to deliver quality improvement policy S 
and strategy, based on operating philosophies and enabling technology, and setting process performance 
targets. 
44 The need to be involved in the implementation of a systematic approach to measuring customer/stakeholder S 
perception of the school. 
45 Your personal and active involvement in identifying a comprehensive set of upstream financial and non- S 
financial performance indicators that can be compared with targets and benchmarks. 
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46 Please evaluate the following stakeholders in terms of their power to influence the quality of teaching and B 
learning in UK higher education institutions. 
47 Please evaluate the following stakeholder groups in terms of the relative benefits each group would derive from B 
improved quality of teaching, research, and support-services, in UK higher education institutions. 
48 Please evaluate the following stakeholder groups in terms of their sustained interests in the survival of the B 
higher education system in the UK. 
49 Should stakeholder groups who benefit the greatest from the provision of higher education be made to pay for S 
the benefits in amounts proportionate to the benefits derived? 
50 Should higher education institutions be allowed to set up businesses; with their various stakeholders providing S 
capital; and profits reinvested in the development of the institutions; as further development of their 
collaborative partnership with other organisations? 
51 In the very long-term say 25-50 years, do you foresee a shift in central government policy from the present 'cut B 
in government funding' for higher education to 'increase in funding'? 
52 Please evaluate the following stakeholders in terms of the positive contributions they make towards the B 
achievement of the quality and performance objectives of your school/institution. 
53 Evaluate the following student/customer perception measures in terms of their relative importance in delivering S 
quality improvement in your school/institution. 
54 Please evaluate the following academic and/or administrative staff performance measures in terms of their S 
importance to the delivery of improved quality within the school/institution. 
55 Please evaluate the following perception measures - recognized by external funding agencies and publishers of S 
League Tables - in terms of their relative importance in the formulation of quality and performance 
im rovement strategies within the institution/school. 
56 Please evaluate the following perception measures in terms of their relative importance in measuring the S 
perception the community/society has about the institution/school. 
57 In your opinion based on your own experience, is the use of performance measures, relevant in assessing B 
individual and organisational levels of performance in a higher education environment? 
S 
58 Do you find the use of performance indicators in assessing the quality of teaching and research useful? 
59 In practice do you link any of your staff performance indicators (e. g. high research assessment exercise scores) B 
to a staff reward system (e. g. staff Promotions)? 
60 In view of the current political interest in widening access to higher education, do you consider Entry Standards S 
in your school/institutions, as 'declining' or 'improving'? 
61 Do you consider the difference between the Entry Standards and the Standards of degree awarded by your S 
school/institution as 'widening' or 'narrowing'? 
62 Please evaluate the following performance indicators in the school/institution for making internal judgements S 
about the levels of academic and administrative quality, in terms of their relative importance and relative 
effectiveness in contributing to significant improvement in the quality of teaching and research. 
63 Which of the following areas of higher education should a proposed model for quality improvement in higher S 
education cover? 
In your opinion is it 'possible' and 'feasible' to integrate models for improving the quality of academic 
64 activities with models for improving the quality of administrative activities? S 
65 In your view is the determination and satisfaction of the needs and expectations of the UK government S 
agencies, such as the QAA and HEFCE, a critical success factor in the successful implementation of a model 
for quality and performance improvement in higher education? 
66 Which of these two: 'Leadership for quality improvement' and 'Core processes for quality improvement', S 
would you rank as the single most important critical success factor for sustaining quality and performance 
improvement initiatives in a higher education institution. 
67 In your view which of the following premise should underpin a model for sustaining quality and performance B 
im rovement in UK higher education institutions? 
Please evaluate the extent to which the proposed model structure, highlights the key factors for sustaining 
6g quality improvement which meets both internal and external requirements. B 
69 in your view does the proposed pictorial representation depict the holistic and integrated nature of the proposed S 
model structure in Question#6 above? 
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LIST OF SEMI-STRUCTURED INTERVIEW THEMES, AND SAMPLE OF 
BROAD AND SPECIFIC OUESTIONS 
No. Themes Broad Questions Specific Questions 
1 Best Practices How would you explain the term 'Excellence', and in which What does Excellence in Teaching 
for Excellence; areas of the school has it been or is it being applied? mean? 
Academic 
Excellence Will individual HEIs be able to meet the demands of a To what extent is the definition of 
composite definition of quality in Higher Education? quality as 'fitness for purpose' 
consistent with reflective teaching and 
research practices? 
2 Evaluation of In your view, what is a 'Best Practice', and has the concept Is there any relationship between 
Best Practices; been successfully implemented in the areas of Teaching and 'Excellence' and 'Best Practice'? 
Best Practices Research within your School? 
in Academic How effective are Benchmarking 
Areas; initiatives in promoting internal 
Documentation transfer of good and best practices? 
of Best 
Practices 
3 Stakeholders in What is the meaning of a Critical Success factor in the What are the CSFs in the internal, 
Higher context of UK HE? external, and competitive 
Education - environment in which UK HEIs 
Critical Success Apart from Teaching and Research activities, what other operate? 
Factors; activities should higher education institutions engage in as 
source for funding? Do you think academics can be 
successful administrators? 
How far will active engagement in commercial activities go 
to change the legal status of individual HEIs? Should students be made to pay 
tuition fees at the economic rate? 
How do HEIs achieve optimal balance of the conflicting 
needs and expectations of the diverse number of internal and Will active engagement in 
external stakeholders? commercial activities require a 
fundamental change in the Mission of 
individual HEIs? 
4 Performance in your own opinion, are performance indicators as basis for In your own opinion, what are the 
Management in assessing performance in higher education still relevant? benefits and limitations of using 
Higher performance indicators in higher 
Education Are process ownership and accountability formally assigned education? 
to an individual or a team? 
Is the person or team responsible for 
process improvement also responsible 
for inputs and outputs? 
5 Alternative Are you aware of 'Excellence Models' based on the TQM or Is political correctness one of the 
Excellence the EFQM Models for managing quality in UK Higher reasons for not adopting TQM and 
Models in Education Institutions? EFQM Excellence Models? 
Higher 
Education; How far will the need to act strategically encourage Is the EFQM Excellence Model 
TQM and collaborative partnership between pre-1992 and post-1992 suitable for teaching quality 
EFQM Model HEIs with similar Mission? improvement in UK HEIs - relative to 
in Higher the QAA teaching excellence model? 
Education To what extent are the methodologies of the alternative 
academic quality models for : Is the EFQM Excellence Model 
suitable for research quality 
" Teaching and learning, based on the theory of improvement in UK HEIs - relative to 
constructivism rather than phenomenography? the HEFCE research excellence 
model? 
" Research and scholarship, based on the theory of 
constructivism rather than phenomenography? Should the word 'total' in TQM be 
replaces by the word 'sustainable' to 
To what extent can academic and non-academic processes give SQM? 
be aligned to TQM processes? 1 
-1 
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APPENDIX: A3 
FIVE-PART QUESTIONNAIRES FOR EXPLORATORY RESEARCH SURVEY 
Source: Osseo-Asare Jr. 2003 
427 
PART TITLE NUMBER OF 
QUESTIONS 
PAGES 
ONE Best Practices for Excellence 17 472 
TWO Evaluation of Best Practices 28 478 
THREE A Survey of Stakeholders in UK Higher Education 11 489 
FOUR A Survey of Performance Management in UK Higher Education 6 495 
FIVE A Proposed Excellence Model for UK Higher Education 7 498 
Total Number of Main Questions 69 
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APPENDIX: A4 
LIST OF INTERVIEW THEMES AND SAMPLE QUESTIONS 
Source: Osseo-Asare Jr.. 2003 
I LIST OF THEMES 
No. MAIN INTERVIEW THEMES PAGE 
1 Sel -assessment Methodologies for Quality Assurance of Teaching and Learning in UK HEIs 1 
2 Approaches to Quality Assurance: Quality Assurance versus Quality Mana ement 2 
3 Subject Review versus Institutional Review: An Integrated Audit Approach 2 
4 Stakeholders in UK Higher Education Institutions: The Problem of Funding 3 
5 Critical Success Factors for sustaining quality improvement 4 
6 Integrated A roach to quality management in Higher Education 5 
LIST OF QUESTIONS 
No. Broad =B and Specific =S Interview Questions Page 
THEME #1 
SELF-ASSESSMENT IN HIGHER EDUCATION 1-2 
In your own view do you think Self-assessment is the right way forward for sustaining quality 
B1 im movement in UK Higher Education? 1-2 
THEME #2 
FROM QUALITY ASSESSMENT TO QUALITY MANAGEMENT 2 
B2 To what extent does the linkage between 'assessment' and'management' strengthen the conceptual 
basis on which quality improvement in higher education can be sustained? 2 
S1 
To what extent do ordinary academics take some of these quality management procedures, 
processes, including the terminology seriously? 2 
THEME #3 
FROM SUBJECT REVIEW TO INSTITUTIONAL REVIEW 2-3 
B3 Should UK Higher Education Institutions not be developing their own model for Quality Management 
to meet both internal and external requirements for quality management? 2-3 
Si Do you think the 'old' universities have a justification for being reactive? 
3 
S2 Are the systems for assessment or assurance of Teaching Quality virtually totally separated 
from the assessment of the Research Quality? 3 
THEME #4 
STAKEHOLDER MODELS 3-4 
B4 From your own view, do you see a model based on Stakeholder Needs and Expectations as a basis for 
sustaining Quality Improvement in Higher Education? 3-4 
St How does that impact on 'accountabili' and 'autonomy? 4 
THEME #5 
CRITICAL SUCCESS FACTORS FOR SUSTAINABILITY 4-5 
B5 
What in your opinion and experience are the Critical Success Factors which should be incorporated 
into a Model for Sustaining Quality Improvement in Higher Education? 4-5 
THEME #6 
INTEGRATED APPROACH TO QUALITY MANAGEMENT 5 
B6 What in your view are the Benefits and Limitations of having a Model, which integrates 'academic 
quality' and 'administrative quality' 5 
osseo-asare jr., a. e. (2004) interview themes & sample questions 458 
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APPENDIX: B1 
SPSS DATA PRESENTATION - QUESTIONNAIRE PART ONE 
Source: Osseo-Asare Jr.. 2003 
Name Type Width label values 
-T j- umenc ys 
-q 
- q umenc N U- iM es .« 
q years yeaq- 
q4 uttim e es ... 
q umenc er rpe e 
umenc es ... 
q umeric . omºa ... 
q umenc Yes)... 
q umwc ZV- ö- MAX 
q umenc p 
- 
onp 
q umenc stmffl 
qitj umenc MW-manag(iW9 (l. fl y 
qi 1.4 omen resouroes ýfl Y 
q umenc cps fl Y 
q umenc processes D 
q urrºanc JE lu resu fl yD 
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Unit of 
Anayss 
QUESTIONS AND RESPONSES Inductive 
Analysis 
THEME #1 
IMPACT OF SELF-ASSESSMENT ON AUTONOMY 
BROAD QUESTION: BI 
In your view how has Self assessment methodology Impacted on Autonomy and Accountability In Higher Education? 
I'm trying to think of the extent to which Self-assessment does work within Higher Education now. It is true that within Teaching the QAA process 
demands and begins with forms of Self-assessment, which are then used by the assessors as the datum-base on which the assessment can proceed. In 
terms of the way the QAA process has impacted on Teachers in Higher Education, the 'self-assessment' process does work in Higher Education to a 
large extent along the 'self-assessment' guidelines provided by the QAA. In terms of how the 'self-assessment' process impacts on teachers in higher 
education. I would say, the 'self-assessment' process does require teachers to think more carefully about the content and development of the 
curriculum and also about the need to work together as a team in 'curriculum' more than they did before. Refer to my colleague Mary Henkels' Book 
on 'Academic Identities'. She is clearly the UK expert in this area. 
In Research, essentially, the Research Assessment Exercise (RAE) process is an external self-assessment process, which encourages and compels 
research active staff to work together in order to raise the RAE score. Before a cost-unit or cost-centre puts itself for RAE grading it has to think 
carefully about what it can best offer, and also put itself together in order to successfully go through the assessment exercise. I regard the RAE 
Methodology as a strong extemalist. Taking the QAA's TQA exercise and HEFCE's RAE exercise, I have no doubt that the two together have reduce 
the'autonomy' of higher education institutions. I think 'autonomy' has been reduced in two ways, first, the way in which institutions have to render to 
external agencies. Universities are now seriously constrained by the QAA in the determination of their own curriculum and methods. They are now 
not able to entirely express themselves academically. Second, institutions are now more visible and now have to give account of themselves to the 
institutional authorities and external agencies, as part of the 'accountability' agenda. Accountability has become much sharper and more public 
through publication of reports on their performance. Now academics are more visible and have to give an account of themselves to the university 
authorities in ways they did not have to in the past. 
Specific Question: Sl 
Do you see universities Integrating 'internal' and 'external' methods of assessment? 
Well, I can speak in particularly about my own university i. e. Brunel University. Most certainly, at Brunel there is emphasis on the necessity to 
comply with external assessment requirements. For example, Brunel's internal assessment processes are able to comply with QAA's and HEFCE's 
requirements for Teaching and Research quality improvement respectively. 
060eo-asma jr., a a, (2004) sample of 
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Specific Question: S2 
How Ne U have you managed the conflict of objectives between meeting 'internal' and 'external' requirements for quality Improvement? 
Yes there are conflicts of interests and objectives. A lot of what external agencies want institutions to do these institutions might already be doing 
them anyway. For example, Benchmarking. My colleagues object to it in principle, but if they were required to state it in their curriculum they do 
include some of the benefits of Benchmarking. Institutions ought to be able to tell the QAA and HEFCE, 'this is what we are doing, please judge us 
by these set of criteria'. Certainly, the obvious thing is 'economic instrumentalism' demanded by the QAA to meet employment needs. Some of my 
colleague professors deeply object to it, and do not wish to take a hard managerialist line. The need to meet external requirements for quality 
improvements tends to restrict what can be accomplished internally. Sometimes the QAA simply lays down precepts which institutions have to 
follow whether the institution likes it or not. The precepts are not only about the quality of the curriculum, the quality of teaching and the quality of 
the transmission of knowledge, but also about 'employability' of graduates - the need to prepare students for future employment. We do have to 
prioritise, and make decisions on how to efficiently allocate our scare resources in the areas of Teaching and Research. 
THEME #2 
IMPACT OF THE QAA ONAPPROACHES TO QUALITYASSURANCE 
BROAD QUESTION: B2 
In your opinion has the Q. lA's Methodology delivered 'real' Quality Improvement in UK Higher education Institutions? 
First of all I have to say that in higher education there is a problem with standards, and probably very reactionary one. I do not believe that many 
universities left to themselves would be producing good degree level instruction, because the quality is poor. I have been teaching for many years, 
and I can say Brunel is not a very esteem University in terms of teaching and research quality, and the standard of awards. The quality of students 
coming into Brunel for first degrees is low, and those coming to do their masters degrees with what looks like a good degree to my mind is really not 
what it seems to be. It is perhaps the case with the enormous expansion of the HE system and growth in student numbers over the years to nearly a 
million. The number of courses being offered have also grown in number. As a consequence, there is bound to be lowing of standards, therefore the 
need for self-evaluation of the standards themselves. On way or the other there has to be a strong external quality assurance systems to monitor 
quality and standards in higher education. However, whether this has worked or not, I cannot be sure. I suspect two things might have happened. 
First, the worst part of the system are required to get better so they can make a dissent showing to the QAA. Second, there has been a lot of 
productive time, effort and resource lost to implementing the QAA methodology. There are some UK HEIs who could have been good without 
having to follow the QAA methodology. This is purely my own opinion. The point arising from Mary Henkel's research is that Quality Improvement 
methodology does require academic groups to assess carefully whether the curriculum is strong, and whether their mode of transmission are suitable 
suitable for their student groups. In principle it introduces degrees of conformity to presentational qualities rather than substantial qualities. 
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Specific Question: S1 
Wouldyou say that without external supervision institutions would in the long run jail In their effort to improve quality? 
Well, yes, some institutions would in the long run fail if they fall below the minimum level of quality. The QAA intervention and the methodology 
they use have enforced a minimum level of quality throughout the system of higher education in the LTK. Institutions object to QAA methodology in 
terms of the conformity imposed, the diversion of effort of academics, who could be carrying out research or teaching, and the enhanced 
bureaucratisation within the institution. Bureaucratisation through central administration has become more powerful at the expense of academics. 
THEME #3 
CRITICAL SUCCESS FACTORS FOR SUSTAINABILITY 
BROAD QUESTION. B3 
What in your opinion are some of the Critical Success Factors for achieving and sustaining improved Quality and Performance in Higher 
Education? 
First of all, the recruitment of able people, with strong preparation to teach and research in a particular subject area. Second, stronger induction into 
teaching and research is required. It is important senior academics take full responsibility over the induction, support and mentoring of young 
academics. So it is about preparation and orientation, and obviously about the general condition of work of academics. Staff-Turnover ratios are far 
too high to sustain high teaching and research quality. I think there is a lot to worry about, the way in particular in which junior academics have to 
strain hard to meet the QAA quality improvement requirements, and at the same time get resources in-time to carry out research. It is a multiple task 
to be a university teacher - teaching, researching, administrating, and carrying out community activities, and looking after students as young people 
who should get strong pastoral care, which we used to give a great deal of at Brunel but now it 
has become more and more difficult. 
Specific Question: SI 
Does that suggest that a Teacher ought to be Research-active? 
Not necessary, given the expansion of the HE system, and it is virtually impossible for all teachers to become research active. Besides there is a 
distinction between 'research' and 'scholarship'. Research is the discovery of new facts and concepts, whereas, Scholarship is reordering research. 
Some of the best people in social sciences have been 'scholars' rather than 'researchers', for example, Daniel Bell and Thomas Cooke have not done 
research, but only do strong critical analysis of what have already been down by others, and reordering the research intellectually. All teachers in 
higher education must either be in 'research' or in 'scholarship'. Scholarship is what 'classical-dones' used to do. Academic teachers should at least be 
in scholarship - completely conversant with the subject area and making critical review of relevant areas - 
instead of going from one text book to 
another. That is not my idea of the purpose of Higher Education. 
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THEME #4 
INTEGRATING ACADEMICAND ADMINISTRATIVE QUALITY 
BROAD QUESTION: B4 
In your view is it `possible' and feasible'to integrate academic quality and administrative quality? 
'Academic quality' should not be at the expense of 'administrative quality'. I have written a book on the 'interface between academics and 
administrators' which would help you understand the issues involved. If you take the organisation of a university, traditionally, it has had a vice 
chancellor and two lines of authority. On one side are the academics: the vice chancellor, deans, heads of departments, professors and the rest of the 
academic staff The parallel of authority is between the vice chancellor, registrar and administrators. Two things have happened, the first is that some 
of the functions of the university have come under new groups, that are concerned with quality assurance issues, intemationalisation, equality 
policies, issues which are not traditionally taken up by the vice chancellor, deans and heads of departments. This has created'an interface a 'contra 
academic force or grouping' with often powerful influence over what academics do. It is a powerful grouping that lies between 'academics' and 
'administrators'. That is one thing, the second point is that, many of the roles taken up by those in the 'interface' are staff roles in organisational 
language, and not academic management roles as taken by heads of departments. Many of these roles are not actually filled by academics who take 
on the administrative institutional role, as opposed to straight academic management role as the head of department has. It is a phenomenon not only 
in Britain but also in Scandinavia (see article by Carlsen), and in the USA (see article by David Day). So there is a diachotomy between 'academic' 
and 'administrators' in many of the institutional management issues have been taken over by academics or former academics and some non-academics 
within the 'interface'. A further point is that the academic-side of the system is itself at the 'opposite'. When a group of academics come together to 
invent a curriculum it has to become formalised and legalised based on subject, to faculty, to university degree committee. In this way the process, is 
no longer made up of individual intellectual or academics thinking free, but a formalised, bureaucratized system. This bureaucratization is assisted 
and structured by the administrators, and requires everyone to conform to lay down procedures. The integration of academic and administrative 
functions and quality is therefore 'possible' and 'feasible'. I might say administrative considerations are now much stronger than they used to be 
because of QAA requirements, and because of the danger of legal action by aggrieved students, because of health and safety regulation. Some of the 
'administrators' might be former 'academics', so there is integration of administration - which is after all a way of expressing academic decision- 
making in a formalised form. 
Specific Question: Sl 
Do you think 'academics' are good at management? 
Some are, many are not Many vice chancellors are not very good, and I am not impressed by many of them. Academics who become 'administrators' 
or 'managers' either do not know what to do or simply do not care. 
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THEME #5 
FUNDING POLICYAND STRATEGY 
BROAD QUESTION: B5 
In the very long-run do you see the present policy of 'cuts in funding' changing to 'increase in funding' and for what reasons? 
I can see any prospects of any real increase in funding to higher education. One will have to recorn with the fact that funding is now very uneven. The 
benefits of the Research Assessment Exercise (RAE) means some possibly do get some increase in funding, but the system generally has suffered 
40% reduction in funding over the last two years. I can see any good reason why one should expect any increase in funding. 
Specific Question: S1 
To what extent would the lack offunding constrain the ability of higher education to Implement quality Improvement strategies? 
There is a paradox, first of all the QAA would say it has greatly improved quality through conformity, and that institutions now have the 
infrastructure to deliver the minimum level of quality improvement on continuous basis. Consequently, there is now no need to increase funding 
indefinitely. Second, increase competition within the industry detects that institutions should diversify their sources of funding in order to become 
independent from central government with regards to operational matters. Today it is easy to get a first class or 2.1 in my days we work hard to 
achieve that. There are now many higher education institutions offering high quality degrees to a much wider section of the community, as part of 
government agenda to widen participation. The politicians would therefore argue that they is now no need to increase funding to higher education, the 
sector should be able to take care of itself. This is a highly debatable issue. There is indeed a deliberate government policy to force universities to 
diversify their sources of funding. To me the criteria is what life is for a lecturer with children without a car and a house. 
THEME #6 
STAKEHOLDERS IN HIGHER EDUCATION 
BROAD QUESTION: B5 
In your own opinion which group of Stakeholders can best be described as Customers in terms of ability to pay? 
It must be the student body whether they pay or not, because primarily, I think the Higher Education system is there to meet the needs and 
expectations of students. Both fee-paying and non-fee paying students can put pressure of academics to improve the quality of teaching through 
regular participation in evaluation programmes. Industry, business, government, community and employers are also key stakeholders who can exert 
pressure on academics to improve academic quality. There has been an enormous change in the pressure each stakeholder can exert on higher 
on quality and performance. educati 
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Specific Question: Sl 
What do you think should be the mission of UK Higher Education? 
This is a very good question. I think the mission of higher education should be redefined to bring it in line with changes in the socio-economic, 
political and technological environment. From a highly theoretical point of view, one ought to ask if we need a higher education system that is 
enduring irrespective of which political party is in power, and in any economic distress. And should higher education become untouchable? From the 
eccentric point of view, higher education is about the search for truth, the application of critical thinking to both the natural world and social world, 
the induction of the next generation into the skills needed for society top produce new knowledge, to ensure a good civil society. All of these things 
are still part of the traditional mandate of higher education. That kind of agenda or mission I do not think even reactionary governments will try to 
push to one side. In Britain there is support for top theoretical excellence in the humanities, including Classics, History, English studies, at the same 
they are promoting excellence in social initiatives. There is a parallel agenda or mission, which is socially and economically led which is about more 
inclusiveness, where before, Traditional Higher Education had been exclusive and selective, creating an 'elite'. This makes it'more difficult to define 
'higher education' compared with the definition of 'further education'. The two agenda are in conflict, and today's institutions need to achieve a fine 
balance between the two agenda, to help them focus on their strategic direction. 
END OF TRANSCRIPTION OF AUDIO-RECORDED INTERVIEW 
12.00NOON - 2.00PM, ANGEL, LONDON. 
THURSDAY 23 MAY 2002 
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APPENDIX: Cl 
t-distribution Table for Hypothesis Testing 
Source: Moms (1996: 461), Malhotra and Birks (2000: 710) 
Note 
For this Research Study, the alpha value is a=0.05; 
For a two-tail test; and degrees of freedom v= (n - 2) = 40 
The tabulation is for one tail only, i. e. for positive values of t. a For two-tail tests, the column headings must be doubled. 
am 0.10 0.05 0.025 0.01 0.005 0.001 0.0005 
V= 1 3.078 6.314 12.706 31.821 63.657 318.31 636.62 
2 1.886 2.920 4.303 6.965 9.925 22.326 31.598 
3 1.638 2.353 3.182 4.541 5.841 10.213 12.924 
4 1.533 2.132 2.776 3.747 4.604 7.173 8.610 
5 1.476 2.015 2.571 3.365 4.032 5.893 6.869 
6 1.440 1.943 2.447 3.143 3.707 5.208 5.959 
7 1.415 1.895 2.365 2.998 3.499 4.785 5.408 
8 1.397 1.860 2.306 2.896 3.355 4.501 5.041 
9 1.383 1.833 2.262 2.821 3.250 4.297 4.781 
10 1.372 1.812 2.228 2.764 3.169 4.144 4.587 
11 1.363 1.796 2.201 2.718 3.106 4.025 4.437 
12 1.356 1.782 2.179 2.681 3.055 3.930 4.318 
13 1.350 1.771 2.160 2.650 3.012 3.852 4.221 
14 1.345 1.761 2.145 2.624 2.977 3.787 4.140 
15 1.341 1.753 2.131 2.602 2.947 3.733 4.073 
16 1.337 1.746 2.120 2.583 2.921 3.686 4.015 
17 1.333 1.740 2.110 2.567 2.898 3.646 3.965 
18 1.330 1.734 2.101 2.552 2.878 3.610 3.922 
19 1.328 1.729 2.093 2.539 2.861 3.579 3.883 
20 1.325 1.725 2.086 2.528 2.845 3.552 3.850 
21 1.323 1.721 2.080 2.518 2.831 3.527 3.819 
22 1.321 1.717 2.074 2.508 2.819 3.505 3.792 
23 1.319 1.714 2.069 2.500 2.807 3.485 3.767 
24 1.318 1.711 2.064 2.492 2.797 3.467 3.745 
25 1.316 1.708 2.060 2.485 2.787 3.450 3.725 
26 1.315 1.706 2.056 2.479 2.779 3.435 3.707 
27 1.314 1.703 2.052 2.473 2.771 3.421 3.690 
28 1.313 1.701 2.048 2.467 2.763 3.408 3.674 
29 1.311 1.699 2.045 2.462 2.756 3.396 3.659 
30 1.310 1.697 2.042 2.457 2.750 3.385 3.646 
40 1.303 1.684 2.021 2.423 2.704 3.307 3.551 
60 1.296 1.671 2.000 2.390 2.660 3.232 3.460 
120 1.289 1.658 1.980 2.358 2.617 3.160 3.373 
m 1.282 1.645 1.960 2.326 2.576 3.090 3.291 
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APPENDIX: C2 
Calculation of Test Statistics for Hypothesis Testing 
Source: Osseo-Asare Jr. 2003 
C2a - LEADERSHIP PRACTICES 
QN i e (i-i) (e-e) (i-i)(e-e) (i-i )2 ( e_ 
1 79 71 20.5 29.5 604.75 420.25 870.25 
2 90 26 31.5 -15.5 -488.25 -992.25 240.25 
3 48 38 -10.5 -3.5 36.75 110.25 12.25 
4 17 31 -41.5 -10.5 435.75 1722.25 110.25 
SUM 234 166 - - 589 3245 1233 
i= 234/4 = 58.5 
E(i-iT(e-e-)=589 
(i-i)2=4 3245=56.94 
(e-e)2= 1233=35.11 
(e-e) 589 
r=_ 
1Z(i-i-)2XI Y-(e-e-)z 56.94 x 35.11 
r2=(0.295)2=0.087 
e 166/4 = 41.5 
=589= 1999.16=+0.295 =Zero 
In-2 X42-2 q40 
t-calculated =rx ---------- = 0.295 x -------------- = 0.295 x --------- 41-r2 41-0.087 40.913 
where n= 42 respondents 
t-calculated = 0.295 x (6.3245 -- 0.9555) = 0.295 x 6.6190 =1.9526 
C2b - POLICY AND STRATEGY PRACTICES 
QN i e (i-i) (e-e) (i-i) (e -e) (i-i)Z (e -e)2 
5 52 31 -17.7 5 -88.5 313.29 25 
6 95 2 25.3 -24 -607.2 640.09 576 
7 62 45 -7.7 19 -146.3 59.29 361 
SUM 209 78 - - -842 1012.67 962 
i= 209/3 = 69.7 e= 78/3 = 26 
(i - F)(e - e-) = -842 
JE(i-i-)2=J 1012.67=31.82 
osseo-asare jr., a. e. (2004) test statistics 480 
42 (e-eT2= 1962=31.02 
E(i-ij(e - eD -842 
r= -842 = 987.06 = -0.853 ýE(i-iD2 x (e-e12 31.82 x 31.02 
r2= (-0.853)2 = 0.728 
4n-2 442-2 440 
t-calculated =rx ----------- = -0.853 x ------------ = -0.853 x --------- 41-rz 41-0.728 40.272 
where n= 42 respondents 
t-calculated = -0.853 x (6.3245 -- 0.5215) =-0.853 x 12.1275 = 10.3448 (absolute value) 
C2c - STAFF MANAGEMENT PRACTICES 
QN i e (i - i) (e - e) (i - i) (e -e) (i )2 (e -e )2 
8 62 5 -8.7 0.3 -2.61 75.69 
0.09 
9 64 7 -6.7 2.3 -15.41 44.89 
5.29 
10 86 2 15.3 -2.7 -41.31 234.09 7.29 
SUM 212 14 - - -59.33 354.67 
12.67 
i =212/3=70.7 e =14/3=4.7 
Y, (i-i)(e-ei=-59.33 
IE(i-ii2=1354.67= 18.83 
IE(e-e12 =I 12.67=3.56 
(e-e-) -59.33 
r=_= -59.33 = 67.03 =-0.885 
(i-il2x IE(e-e-)2 18.83 x 3.56 
r2= (-0.885)2 = 0.783 
'In-2 442-2 440 
t-calculated =rx ------------ = -0.885 x ------------- = -0.885 x -------- 41 
-r2 
41-0.783 40.217 
where n= 42 respondents 
t-calculated = -0.885 x (6.3245 -- 0.4658) = -0.885 x 13.5777 = 12.0162 (absolute value) 
osseo-asare jr., a. e. (2004) test statistics 481 
C2d - RESOURCES AND PARTNERSHIP PRACTICES 
QN i e (i -i) 
(e- e) (i - 
7) (e 
-e 
) (i 
-i )2 (e --e )2 
11 55 7 -13.3 -16.7 222.11 176.89 278.89 
12 74 14 5.7 -9.7 -55.29 -32.49 94.09 
13 76 50 7.7 26.3 202.51 59.29 691.69 
SUM 205 71 - - 369.33 268.67 1064.67 
i= 205/3 = 68.3 e =71/3=23.7 
E (i - il(e - ei = 369.33 
qy(i-i-)2=4268.67= 16.39 
4E(e-ei2=41064.67=32.63 
E (i - F) (e - e-) 369.33 
r= = 369.33 = 534.81 =+0.691 
4E(i-i-)2xý Y-(e-e-)2 16.39 
r2=(0.691)2=0.477 
4n-2 442-2 
t-calculated =rx ------____ = 0.691 x -------------- 41-r2 41-0.477 
q40 
= 0.691 x --------- '0.523 
where n= 42 respondents 
t-calculated = 0.691 x (6.3245 -- 0.7234) = 0.691 x 8.7427 = 6.0412 
C2e - PROCESSES PRACTICES 
QN e- 
7) (i 
- 
T-) (e -C) )2 (e -e )2 
14 74 10 -1.7 -0.3 0.51 2.89 
0.09 
15 67 10 -8.7 -0.3 2.61 75.69 
0.09 
16 86 11 10.3 0.7 7.21 106.09 0.49 
SUM 227 31 - - 10.33 184.67 
0.67 
i= 227/3 = 75.7 e =31/3=10.3 
(i-i-)(e-e-) =10.33 
(i-i)2=4 184.67=13.59 
ýIE(e-e-)2=40.67=0.82 
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E(i-il(e-e-) 10.33 
r=_ 
ýE(i-i-)2x IE(e-e12 13.59x0.82 
r2=(0.927)2=0.859 
=10.33=11.14=+0.927 
In-2 442-2 440 
t-calculated =rx --------- = 0.927 x ------------- = 0.927 x --------- 41-r2 41-0.859 40.141 
where n= 42 respondents 
t-calculated = 0.927 x (6.3245 -- 0.3755) = 0.927 x 16.8429 =15.6134 
C2f - STUDENT RESULTS PRACTICES 
QN (e-) (i-i)(ee) (i 
Ti )a. (e -e )z 
17 79 20 26.3 0 0 691.69 0 
18 24 30 -28.7 10 -287 
823.69 100 
19 55 10 2.3 -10 -23 5.29 100 
SUM 158 60 - - -310 1520.67 
200 
i= 158/3 = 52.7 
E(i-ii(e-ei=-310 
ýE(i-ii2=. 1520.67=39 
ýE(e-ei2= f200=14.14 
E(i-ii(e - ei -310 
r=_ 
ýE(i-i-2xýE(e-er2 39x 14.14 
rz=(-0.562)2=0.316 
e= 60/3 = 20 
= -310 = 551.46 = -0.562 
In-2 442-2 440 
t-calculated =rx -0.562 x -------------- = -0.562 x -------- 41-0.316 40.684 
where n= 42 respondents 
t-calculated = -0.562 x (6.3245 -- 0.8270) = -0.562 x 7.6475 = 
4.2979 (absolute value) 
10.33 
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C2 - STAFF RESULTS PRACTICES 
QN (e - -c) (e -e )2 (e -e )2 
20 12 5 -16 -5.3 84.8 256 28.09 
21 55 10 27 -0.3 -8.1 729 0.09 
22 17 16 -11 5.7 -62.7 121 32.49 
SUM 84 31 - - 14 1106 60.67 
i= 84/3 = 28 
Z(i-i-)(e-e)=14 
(i-iD2=4 1106=33.26 
(e-ei2= J60.67=7.79 
ii(e-ei 14 
r 
ýE(i-i-)2xýE(e-e-)2 33.26x7.79 
r 2= (0.054)2 = 0.003 = ZERO 
4n-2 442-2 
t-calculated =rx --------- _- = 0.054 x -------------" 41-r2 41-0.003 
where n= 42 respondents 
e =31/3=10.3 
=14=259.1=+0.054=Zero 
4 40 
= 0.054 x --------- ' 0.997 
t-calculated = 0.054 x (6.3245 -- 0.9985) = 0.054 x 6.3340 = 0.3420 
C2h - SOCIETY RESULTS PRACTICES 
QN i e (i- i) (e- e) (i- i) (e -e) (i- 
T)2 (e -e)2 
23 21 21 -16.3 -14 228.2 265.69 196 
24 17 39 -20.3 4 81.2 412.09 16 
25 74 45 36.7 10 367 1346.89 100 
SUM 112 105 - - 676.4 2024.67 312 
i =112/3=37.3 e 105/3 = 35 
(i-i-)(e-ei=676.4 
(i-i)2=42024.67=45 
IE(e-eiz=4312=17.66 
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E(i-F)(e-e-) 676.4 
r=_ =676.4=794.7=+0.851 ýý(i-i12xIE(e-e)2 45x 17.66 
r2=(0.851)2=0.724 
In-2 442-2 440 
t-calculated =rx ------- --- = 0.851 x ---------- --- = 0.851 x --------- 41 
- r2 
41 
- 0.724 '10.276 
where n= 42 respondents 
t-calculated = 0.851 x (6.3245 -- 0.5254) = 0.851 x 12.0375 =10.2439 
C2i - INSTITUTIONAL RESULTS PRACTICES 
QN i e (i - 1) (e - e) (e -e) (i _ )z (e _e )i 
26 86 5 25.7 -7 -179.9 660.49 49 
27 24 10 -36.3 -2 72.6 1317.69 4 
28 71 21 10.7 9 96.3 114.49 81 
SUM 181 36 - - -11 2092.67 134 
i =181/3=60.3 e =36/3=12 
E(i-il(e-e-)=-11 
ýE(i-i-)2=42092.67=45.75 
(e-eT2=1134=11.58 
i-)(e-e-) -11 
r=__ -11= 529.79 =-0.021 = Zero 
ýE(i-i7)2xJE(e-e-)2 45.75 
r2= (-0.021)2 = 0.0004 = ZERO 
Jn-2 q42-2 440 
t-calculated =rx -0.021 x -------------- = -0.021 x ---- 41 
- r2 
41-0.0004 41 
where n= 42 respondents 
t-calculated = -0.021 x (6.3245 -- 1) = -0.021 x 6.3245 = 0.1328 (absolute value) 
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APPENDIX: C3 
POOL OF PRIMARY AND SECONDARY CRITICAL SUCCESS FACTORS 
Source: Osseo-Asare Jr., 2003 
Appendix: C3a 
28 Best Quality Management Practices' Associated with the 'nine' EFOM Model Criteria 
Source: Based on Literature Review. Expert Opinion. Initial Exploratory Research 
1. MISSION, VISSION, VALUES, PRINCIPLES: 
[Leadership Practice #1, Questionnaire Part Two, Question #1, QN = 1] 
2. COMMUNICATION INFRASTRUCTURE: 
[Leadership Practice #2, Questionnaire Part Two, Question #2, QN = 2] 
3. STAFF EMPOWERMENT, MOTIVATION AND LEADERSHIP 
[Leadership Practice #3, Questionnaire Part Two, Question #, QN = 3] 
4. STAFF SUPPORT, ENCOURAGEMENT AND REWARD 
[Leadership Practice #4, Questionnaire Part Two, Question #4, QN = 4] 
5. POLICY, STRATEGY, OBJECTIVES, TARGETS 
[Policy and Strategy Practice #1, Questionnaire Part Two, Question #5, QN = 5] 
6. PROCESS OWNERSHIP AND IMPROVEMENT 
[Policy and Strategy Practice #2, Questionnaire Part Two, Question #6, QN = 6] 
7. INFORMATION, INTELLIGENCE, KNOWLEDGE 
[Policy and Strategy Practice #3, Questionnaire Part Two, Question #7, QN = 7] 
8. Staff Performance, Policy and Strategy 
[Staff Management Practice #1, Questionnaire Part Two, Question #8, QN = 8] 
9. STAFF EMPOWERMENT, LEADERSHIP 
[Staff Management Practice #2, Questionnaire Part Two, Question #9, QN = 9] 
10. STAFF SUPPORT, MOTIVATION, REWARDS 
[Staff Management Practice #3, Questionnaire Part Two, Question #10, QN = 10] 
11. CREATING AND SUSTAINING SYNERGIES 
[Resources & Partnership Practice #1, Questionnaire Part Two, Question #11, QN = 111 
12. DIVERSIFICATION OF SOURCES OF FUNDING 
[Resources and Partnership Practice #2, Questionnaire Part Two, Question #12, QN = 12] 
13. ACQUISITION, ALLOCATION, UTILISATION OF FUNDS 
[Resources and Partnership Practice #3, Questionnaire Part Two, Question #13, QN = 13] 
14. MAINTAINING A FRAMEWORK OF CORE PROCESSES 
[Processes Practice #1, Questionnaire Part Two, Question #14, QN = 14] 
15. PROCESS OWNERSHIP FOR IMPROVEMENT 
[Processes Practice #2, Questionnaire Part Two, Question #15, QN = 15] 
16. SUSTAINING CONTINUOUS PROCESS IMPROVEMENT 
[Processes Practice #3, Questionnaire Part Two, Question #16, QN =16] 
17. MONITORING AND ADDRESSING STUDENTS' COMPLIANTS 
[Students Results Practice #1, Questionnaire Part Two, Question #17, QN = 17] 
18. STUDENTS' SATISFACTION AND DELIGHT 
[Students' Results Practice #2, Questionnaire Part Two, Question #18, QN= 18] 
19. INCORPORATING STUDENTS' RESULTS INTO IMPROVEMENTS 
[Students Results Practice #3, Questionnaire Part Two, Question #19, QN = 19] 
20. IMPLEMENTING EQUAL OPPORTUNITY 
[Staff Results Practice #1, Questionnaire Part Two, Question #20, QN = 20] 
21. STAFF INVOLVEMENT 
Each of the '28' Practices was derived from the literature, expert opinion, and initial exploratory research. For example 
Practices 1,2.3.4 are 'leadership' practices essentially derived from the sub-criteria under the EFQM 'leadership' criterion. 
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[Staff Results Practice #2, Questionnaire Part Two, Question #21, QN = 21 ] 
22. STAFF PERFORMANCE-REWARD SYSTEMS 
[Staff Results Practice #3, Questionnaire Part Two, Question #22, QN = 22] 
23. ENVIRONMENTAL, HEALTH AND SAFETY CONCERNS 
[Society Results Practice #1, Questionnaire Part Two, Question #23, QN = 23] 
24. IMPACT ON LOCAL AND NATIONAL ECONOMY 
[Society Results Practice #2, Questionnaire Part Two, Question #24, QN = 24] 
25. ETHICAL BEHAVIOUR 
[Society Results Practice #3, Questionnaire Part Two, Question #25, QN = 25] 
26. BALANCED BUDGET 
[Institutional Results Practice #1, Questionnaire Part Two, Question #26, QN = 26] 
27. STAFF-STUDENT RATIO 
[Institutional Results Practice #2, Questionnaire Part Two, Question #27, QN = 27] 
28. SUSTAINING FUNDING INCREASES 
[Institutional Results Practice #3, Questionnaire Part Two, Question #28, QN = 28] 
NOTE 
Appendix C3a shows how literature review, expert opinion, and initial exploratory 
research led to the generation of a `pool' of `28' critical success factors (CSFs). They 
represent `primary' critical success factors (CSFs) in the hierarchy of CSFs developed 
for this doctoral research study. This `pool' of primary CSFs formed the basis for 
designing the 28 research questions under Questionnaire Part Two, and selection of 
Research Interview Themes and Questions. 
The number `28' was pre-determined from the `sub-criteria' under the `9' EFQM 
`enabler' and `results' `main' criteria2 - on average `3' primary CSFs were derived 
from each EFQM `main' criterion. More detail is provided under Chapter Two on 
Research Methodology. 
The 64 CSFs in Appendix C3b below represent `secondary' CSFs derived from the 28 
`primary' CSFs above using data and information from the `Documentary Evidence 
of Practice' obtained from respondents and interviewees. 
2 EFQM '9' 'Main' Criteria: 'S' ENABLER Criteria: (1) leadership, (2) policy and strategy, (3) people management, (4) 
partnership and resources, (5) processes. '4' RESULTS Criteria: (6) Customer Results, (7) People Results, (8) Society Results, 
(9) Key Performance Results 
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Appendix: C3b 
POOL OF 64 SECONDARY CRITICAL SUCCESS FACTORS IN UK HEIs 
Source: Based on the `Nine' Models in Chapter Ten (Osseo-Asare Jr. 2003) 
CODING SYSTEM: Each CSF below represents a 'secondary' CSF in the sense that it is linked to one of the 28 primary' 
CSFs in Appendix Al above. For example, the first CSF on the list below is: Mission; the `first' 'digit' in the code [1.1 j i. e. '1 ' 
shows it is linked to the first CSF listed in Appendix Al; the second 'digit' i. e. W shows shows it represents a secondary CSF under 
'leadership' as the primary' CSF. 
1. Mission [1.1] 
2. Vision [1.2] 
3. Values [1.3] 
4. Principles (1A] 
5. Internal Infrastructure [2.11 
6. External Infrastructure [2.2] 
7. Staff Empowerment [3.1] 
8. Staff Motivation 13.21 
9. Staff Support [4.1] 
10. Staff Encouragement [4.2] 
11. Staff Rewards [4.3] 
12. Policy [5.1) 
13. Strategy (5.2) 
14. Objectives and/or Targets 153] 
15. Ownership of Processes [6.1] 
16. Improvement of Processes [6.2] 
17. Data [7.1[ 
18. Information [7.2] 
19. Intelligence (7.31 
20. Knowledge [7.4] 
21. Policy and Strategy 18.11 
22. Performance [8.2] 
23. Empowerment [9.1] 
24. Leadership (9.2] 
25. Support [10.1] 
26. Motivation [10.2] 
27. Rewards 11031 
28. Creating Synergies [11.11 
29. Sustaining Synergies [11.2] 
30. Areas of Weakness Needing Funding [12.1] 
31. Sources of Funding [12.2] 
32. Acquisition of Funds [13.1] 
33. Allocation of Funds [13.2] 
34. Utilisation of Funds (133] 
35. Identifying and Selecting Core Processes [14.1] 
36. Maintaining the Framework of Core Processes (14.2) 
37. Job Descriptions [15.1] 
38. Recognition and Rewards (15.2] 
39. Continuity of Improvements [16.1) 
40. Sustainability of Continuity [16.2) 
41. Regulations and Procedures (17.1] 
42. Complaints, Appeals and Offences [17.2] 
43. Satisfaction Surveys [18.1) 
44. Delight Surveys [18.2] 
45. Feedback Methodologies [19.1] 
46. Improvement Policy and Strategy Formulation [19.21 
47. Discrimination [20.1] 
48. Participation [20.2] 
49. Decision Making Processes [21.1] 
50. Level of Involvement [21.2] 
51. Performance Appraisal Systems [22.1] 
52. Linkage Between Performance and Reward [22.2] 
53. Environmental Concerns [23.1] 
54. Health and Safety 123.21 
55. Social Re-engineering (24.1] 
56. Economic Regeneration [24.21 
57. Professionalism (25.1] 
58. Intellectual Capital (25.2] 
59. Teaching Budget and Teaching Assessment Results [26.1] 
60. Research Budget and Research Assessment Results [26.2) 
61. Staff Motivation (27.1] 
62. Students Learning Experience [27.2] 
63. Liquidity Problems [28.1) 
64. Investment in Teaching and Research Infrastructure [28.2] 
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APPENDIX: C4 
POOL OF WEAK. GOOD. BEST PRACTICES EXTRACTED FROM SEMI-STRUCTURED INTERVIEW TRANSCRIPTS 
Source: Osseo-Asare Jc 2003 
Rey WEAK PRACTICES GOOD PRACTICES BEST PRACTICES 
Jß. 13. JB. 1. JB. 3. 
Encouraging a 'culture of compliance', and doing things because the OAA Using Quality Assurance System as a catalyst to bring about Institutional Change. Carrying out a complete documentation of the Quality Assurance System 
wants things done In a certain way. In place, In booklets, websites, at 
2 J8.14. JB. 2. J8.23. 
Not monitoring the objectives of the things the OAA wants done at both Using Quality Assurance System as a tool for gaining and sustaining competitive Recognizing that the needs and expectations of some stakeholders Is 
subject and nsöod coal levels advantage, through external recognition for excellence In Teaching, Research and 'short-teint' others have 'long-term' needs and expectations. Both 
Servim objectives are not mutually exclusive they need to be achieved 
simultaneously. 
3 J8.15. JB. 4. Jß. 34. 
Not doing the things OAA wants done voluntarily Implementing Quality Assurance Systems at micro and macro levels, i. e. subject Developing attitudes and values to go with new systems of quality 
and programme, department and school, school and university respectively. A management Instead of being reactive and over-dependent on old 
cascade effect approaches to quality management 
4 J8.18. JB. 5. J8.37. 
Allowing self-assessment at the macro-level to become a managerial and Conducting Internal self-assessment voluntarily using methodologies developed Making an attempt at self-assessing everything kt every area: Teaching 
bureaucratic costly exercise. externally such as: The European University Association (EUA) model, European and Learning, Research, Scholarship, Admlmsitation, SuppoRaencea, 
Quality Improvement Systems (EQUIS), European Foundation for Quality Impact on Society, the Environment Social Responsibility, Student 
Management (EFQM) model, Malcolm Baldrige National Quality Award (MBNQA) services, the IT Infra-structure, the Library, etc 
model, Deming Prize, at 
5 J8.19. J8.6. J8.39. 
Not Inking quality assessment at the micro-level with quality management at Conducting compulsory set-assessment using CIAA's, HEFCE's, and Professional Top management taking practical steps to address any potential 
micro and macro levels Bodies' models 
for Teaching, Learning, Research and Service Excellence. Imbalance that might occur in future. 
5 J8.21. 
J8.7. Jß. 40. 
The objectives of conducting a TQA and RAE self-assessment are short- Providing   bauen for Academic Staff to communicate their grievances about Adopting a holistic approach by ensuring that Teaching quality 
term, and not inked to strategic quality management objectives at both micro Teaching. assessment, Research quality assessment and quality assessment in 
and macro tevef& other areas are Integrated In order to maximise the use of scarce 
resources Ihro h effectiveness and efficiency 
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7 js. 22. 
prp. cccupation with quality 'assessment 
instead of real quality 
JB. 8. 
Successfully conducting Teaching Quality Assessment using QAA's sell. 
JB. 41. 
klentlying Sie needs and expectations of a wide range of stakeholders to 
. tim d and strategic'managemenf of quality. assessment methodology and achieving over 20 out of 24 score, ensure that the drive to meet these needs and expectations is sustained. 
8 J8.24. 
Not Wowing which set of Performance Indicators to agree on implementing. 
JB. 9. 
Successfully conducting Research Assessment Exercises using the HEFCE self- 
J8.48. 
Having knowledge of a range of stakeholders with a range of needs and 
assessment methodology and achieving 3 and above. expectations Is a useful starting point for quality knprovement strategy 
formulation 
9 X27, 
Apart from a few HE managers, most academics and administrators do not 
JB. 10. 
Successfully conducting self-assessment using methodology provided by 
J8.49. 
Using knowledge of the needs and expectatuns of a wide range of 
take quality management terminology seriously. Professional Bodies and renewing accreditation. stakeholders to turn an 
Inward-looking, sef-obsessed academic culture 
into a sens&% vibrant proactive culture responsive to changes In the 
external environment, helping to sustain a culture for excellence. 
10 JB. 2& amity management approaches are not effectively, Implemented. Most 
JB. 11. 
Placing Teaching higher on the agenda 
JB. 51. 
Some academics argue that a sustainable academic excellence model 
academia Involved in 
the ingkmeritatiion process tend to see One process should comprise of elements of multiple stakeholders and autonomy I. e. 
as a bureaucratic 
itntation that should be dealt with, with the least effort institutional competition. 
atW than as a mechanism 
for change. 
11 J8.29- 
Teaching Unit Plannaeg are based mostly on revising figures upwards and 
JS 12. 
Using QAA's 'codes of practice' on the things the 00 wants assured as a 
JB. 52. 
Helping academic and administrative staff to understand quality 
can accurate predictions - because the planners are not very sure no, 
directive to be knpksirenle management concepts and patinae, by prowdng them with relevant 
p, hetheir to quality management Issm involved are relevant or not Information, knowledge, through education and training 
12 Jß. 33" 
Holding en to the percepts on that unk s you have the GAA or HEFCE telling 
JB. 1& 
Having a centralised Committee that has oversight over Academic Quality and 
JB. 58. 
Strengthening staff commitment to quality Improvement by Increased 
you to do some specific 
ihegs, ten there is no need to do them. Standards. commonly called the Academic Quality and Standards Committee. Involvement and participation in the quality management decision-making 
processes. 
13 j8 
AW rig the whoia settassessment exercise to became an 
Incredibly 
JB. 17. 
Sustaining the interest in and the benefits derived from successful Implemental on 
Jß. 54. 
Developing a sans ive quality management team 
cacti exercise 
by slowing areas of assessment to stand-alone. Of setl-essessmM at disciplinary level. 
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14 Jß. 42. JB. 20. JB. 55. 
Finding the concept of detghtirg students as consumers ddfwk to Quality assessment at the micro-level is market-driven and aired at satisfying the Encouraging Implementation of the concept of management by exception. 
understand and to put iib practice. shat-term needs and expectations of some stakeholders. 
15 J8,43, Jß. 25. J8.56. 
F-X W, g it difficult b handle the shift 4om'producdon' orientation to Having in place a Pear Review process. Implementing a formal system for monitoring results of various quality 
consumer onentation. improvement initiatives to help prepare a Quality Action Plan. 
16 JB. 45. JB. 26 Jß. 58. 
Most academics see academic autonomy and freedom as supreme and not Disciplinary culture Is central to how academics, administrators and support- Having in place the Inh-structure for information and coma scafion 
studenb as consumers, and do not ike Is shore ihrs freedom with other service staff see themselves. 
stakeholders. 
17 JR 46. JB. 30 JB 60 
Most academics do not agree that students should have much say, and Developing an own version of QAA's Subjective Review methodology evaluated Quality improvement decisions are based on relevant data and 
't external quality assessment regimes- and accepted by the QAA Information. 
18 Jß"47" JB. 31. JB. 61. 
Most academics believe academic freedoms strengthens autonomy and Well advanced In devebpvg own model for sustaining quality improvement, Gaining Top management commitment and support from the Academic 
weakens accountability to stakeholders through critical evaluation of existing models. Board or Senate level on leadership and broad issues of policy and 
strategy for sustaining quality Improvement 
19 J8.50. JB. 32. JB. 62. 
Some academics argue thut a Multiple Stakeholder Model actually Gaining a lot of experience in HE management and necogntung the Importance of Having in place a workable formal or In-boat model for sustaining 
strengthens academic autonomy, others argue a dominant state or freedom both internal and external quality assessment quality. 
of 8b marketplace represented by multiple stakeholders weakens academic 
autonomy- 
20 JBS7. JB. 35. Jß. 63. 
Top M atiagement oveweacting and getting Yenselves directly involved in Achieving quality improvement by hing the best staff, getting rid of those who are Using quality management lam kiology appropriate for UK higher 
observing Teachig sessiaýs as part of the QAA's TOA exercise, useless, and shouting at those who are not getting anything done, to get education sector. 
something done. 
21 p{, 8 
JB. 38. JB 64, 
axo-asare Jr., a e. (2004) interview transcripts 491 
pool of weak good best psactices 492 
Na knpvring sxacgy "RAE Test Criteria are. The processes for Recognizing how one factor eg policy or activity in one area enpads on another. Effectively Integrating various types of Reviews Into an integrated review 
meeting test criteria are not well 
documented. in order to add value to Individual Review process. 
22 Not having a clear definition of bad, good and best practices for 
JB. 44. 
Operating on the premise that best degrees come from a lot of hard work from Using the strengths from institutional and school level audit processes to 
achieving and sustaining quality 
Improvement, student and not from the least possible effort, achieve synergy. 
p 
Not having in place a well documented process of movng horn bad practice 
JB. 59. 
Having an effective administrative and support-service in complete support for 
B 
Loolung penodicaty at every issue by conducting an Institutional Review 
so good practice and to best practice. Teaching and Leamrg and Research. to help staff take quality management more seriously. 
24 KH. 58 
Not appreciating the highly selective nature of each Excellence rating. 
KH. 3 
Having in place a Process br Peer Review Evaluation as one of the criteria for Having the ability to cope with the various types of Reviews cost- 
Testing Teaching Excellerm effectively, 
25 mated by the need b be seen to be politically correct in the 
KH. 4 
Having In place a Process for Peer Review Evaluation as one of the criteria 
JB. 58. 
The Review Process bell Is frequently evaluated as pad of e Quality 
implementation of excellence models. for Testing Research Excellence. Action Plan to make it perform better 
26 KH. 60 
Nil appreaaMg that individual excellence models are not a panacea and 
KH. 6 
Having in place well documented procedures based one set of criteria for Testing 
KHA 
Having In place well documented procedures based on a set of offene ! or 
g ey will tai it they lade committee and support is make tin work Research Excellence. Testing Research Excellence. 
21 -62 ting that academic culture of indMduaäsm autonomy and 
KH. 11 
Using after-ate-event Student Satisfaction Sum as basis for Im the 
KH. 2 
The internal procedure 
or encourages resistance to seit-assessmerd at both micro and me= Quality of Student teaming Experience. requirements External requirements for improving research quality e g. 
level, of the irsatutlon. HEFCE's RAE Test. 
21 MIK-2 
nidsiotiely 10 prevent the QkA Sell-assessment methodology from greatly 
KH. 12 
Student Satisfaction Surveys are conducted at subject and programme level and 
KH. 5 
The type of Research being rimed out is specifically defined and bins 
reducing staff aubramy occasionally at school or university, level. the basis for selecting appropriate criteria for testing research excellence 
ag pure-applied research spectrum 
Z9 MKS QAA Guidelines to Internal assessment processes to a lange 
has wo teed in UK H' her Education 
KH. 22 
Defining good and best practices as good and best experiences and 
L 
KH. 7 
Using the pureappled research spectrum as basis for Identifying sources 
' d s of research fund for RAE and non-RAE rated research projects. 
jr-, asareA. e (2004) interview Uanscnpts 492 
pool of weak good best practices 493 
30 MK13 
Inability to effectively manage the negative Impact of QAA and HEFCE 
KH. 23 
Defining good and best practice management as how to spread good and best 
KH"9 
Non-RAE Test alterte well defined and having in place a documented 
Self-assessment methodologies on the autonomy' of higher education practices throughout the whole organization. process for meeting the test aliens. 
Institutions 
31 MK14 
Inability of UK HEIs to use theb Internal audit process to meet the 
requirements of external agencies without incoming additional cost 
KH24 
Increasing Investment in innovation and creativity in teaching and learning 
methods. 
KH. 1D 
Using the Quality of Student Learning Experience as one of the criterion 
for Testing Teaching Excetence. 
32 MK15 
Many UK HEIs are now seriously constrained by the OAMiEFCE in the 
KH29 
Funding for the Resource-based Learning is internally generated as part of the 
KH 13 
A mixture of Informal and formal processes of gathering feedback from 
determination of their own wniculum and research agenda bidding process. students form part of the system for evaluating the level of student 
satisfadan. 
33 MK16 
Most UK HEIS are now not able to entirely express themselves academically 
fotowkg adaptation of the QAAIHEFCE Models for Self-assessment 
KH. 48 
Teaching staff are assumed to be at the same level regardless of academic 
qualification -status is Irrelevant 
KH. 14 
Subject Leaders conduct formal and informal interviews with potential 
lecturers as part of the recruitment process. 
34 MK. 21 
Many UK HEN are not able to successfully manage the conflicts of interests 
KH. 49 
In a Subject Team, lecturer and senior lecturers work as lecturers putting aside 
KH. 15 
Potential subject lecturers ate asked to demonstrate their teaching and 
and objectives between inbmat and external requirements for quality status. learning skits as part of the appointment process. 
meint 
35 MK. 25 
Some UK academics object to OAA's'econonac Insbumentafism' aimed at 
meeting ertgbyment needs, and do not wish to take a'hard Cme' on 
ýi 
KH. 50 
When delivering a subject unit lecturers adopt a status in approach. 
KH. 16 
As part of the induction process, teachers are garen Bure to build a 
relationship with sets of students as a way to gNe them confidence, 
autonomy and freedom. 
36 M 
The need to meet external requirements for quality improvements tends to 
restrict what can be acoomplshed internally 
KH. 61 
Recognizing that dealing w4h multiple diagnostic tools in an environment of limited 
resources is extremely time consuming and requires commitment and support 
KH. 17 
Decline in face-b-face contact has led to increase in student support 
using new technology. 
37 MKy 
$ome6mes Bb QAA simply lays down precepts which institutions have to 
foCow whether the Institution Was it or not 
MK1 
Full Implementation of QAA Self-assessment methodology to evaluate 
Teaching Quality 
KH. 18 
Achieving the right balance between leacher-student-technology required 
to sustain quality Improvement in teaching. 
X30 MK 9 KH 19 
ýsseo. asare Jr., a. e. (2004) 
interview t anscnpts 493 
pool of weak good best practices 494 
Many UK HEls still have a pmbkam wM standards, and probaby very HEFCE Self-assessment assessment Methodology lot Research Quality has been 
hilly Recognising the krylortance of identifying the many dimensions of the led 
ry one. implemented in UK Hgher Education of teaching excellence. 
39 MK31 UK HEIn lento themselves will not be able b produce good degree Mary, 
MK12 
The RAE Self-assessment process makes cost-centres hink carefully about what 
KH. 25 
Introducing an kisftfioniwkfe language Scheme for implementing 
level instruction, because the quality b poor. 
they can best offer before putting themselves together for the exercise Institutional change and Improvement 
40 MK32 
Some UK HEIs are not very esteem University in terms of teaching and 
MK19 
Academics in UK HEIs are more visible and have b give an account of themselves 
KH. 26 
Top management able ID sort out the capital required for successful 
'. search quality, and 
the standard of awards. The quality of students lo their institutional authorities In ways they did not have to in the past knplementahon of improvement projects. 
entering for first 
degrees Is low, and those registering to do their 
mairror5 degrees with what 
looks like a good degree to my mind Is 
really not vrhat 
II seams to be. 
41 MK33 
Inability of Menial defnrery systems to cope with the enormous 
MK23 
Some academics in UK HEIs object to Benchmarking but still include the benefits 
KH. 27 
Recognising that changes In Teaching and Learning processes means old 
expanses of the 
HE system and growth in student numbers over the in the curriculum for the benefits of external agendas practlces need In be replaced by new practices. 
years to nary a mllfwn. 
42 MK3 
Inability to effectively manage the 
large number of courses being 
MK-58 
Most UK HEIs are organised along a traditional line. They have a vice 
KH. 2B 
Moving towards Resource-based Learning to establish accessible 
offered, and as a consequence, 
standards are falling, therefore the chancellor and two Ones of authority. On one side are the academics: the leamag materials where st dents are able to go and practice and develop 
eed for sof evalustion of 
the standards themselves. vice chancellor, deans, heads of departments, professors and the rest of the themselves with guidance. n academic staff. On the other side are the, registrars and administrators. 
43 
So" UK HEIn are not very sure whether 
the GAA and HEFCE as st org 
MK59 
In most UK HEls some of the functions of the university have come under 
KH. 30 
Having in place a group of academic and administrative staff having the 
external quality assurance 
systems for monikinrg quality and standards new groups, that are concerned with quality assurance Issues, time and resource In maintain and improve quality of teaching and 
have realty worked. 
Intemationalsation, equality policies, issues which are not traditionally learning. 
taken up by the vice chancellor, deans and heads of departments. 
W UK Gonenenerd requires the worst part of the HE system to get better The 
MK60 
The organisational structure in most UK HEIs over time has created 'en 
KH. 31 
Having in place a formal approach to Project Implementation. 
so they can make a 
dissent showing to the QM and RAE. However, despite Interface' a'contra academic force or grouping' with often powerful influence 
g the effort and support from the gýýt, there has been a lot of over what academics do. R is a powerful grouping that lies between 
duc"M firms effort and resources lost to knplementng the CAA and 'academics' and 'administrators'. 
HEFCE mag0gy' 
os 
ire jr., a. e. (2004) -- -- 494 uýtemew hanscnPfa 
pool pof weak good best practices 495 
45 MK38 MK61 KH. 32 
Adopting Quality Improvement methodologies which require academic In most UK HEIs, many of the roles taken up by those In the 'interface' are Creating many Strategic Business Units (SBUs) and integrating them 
groups to assess carefully whether the curriculum is strong, and staff mies In organisational language, and not academic management robs under one SBU based on commonalities - finance, language, public 
whether their mode of transmission are suitable for their student as taken by heads of departments, policy, International business at 
groups. in principle they Introduce degrees of conformity to 
presentational qualities rather than substantial qualities. 
46 k9C39 MK. 62 KH. 33 
Some UK HEIs recognise that their Institutions would In the long run In most UK HEIs, many of the'interface' roles are actually filled by academics who Appointing Teaching and Learning Co-ordinator (TLCs) for each SBU. 
fag il they fag below QAA and HEFCE's minimum level of quality. take on administrative roles, as opposed to straight academic management role as 
the head of department has. The 'interface' roles have therefore been taken over 
by academics or former academics and some non-academics 
4T MK41 MK 63 KH. 34 
Institutions object to QAA and HEFCE methodologies In terms of the In most UK HEIs there is a diachotomy between 'academic' and Teaching and Learning Co-ordtnatora play a leadership role In their SBU 
conformity imposed, the diversion of effort of academics, who could be 'administrators' in many of the institutional management areas. relating to Teaching and Learning practices and work with academic staff. 
carrying out research or teaching, and the enhanced bureaucratisation 
within the Institution. 
48 MK42 MK. 
64 KH. 35 
in most UK HEIs bureaucratisation through central administration has In most UK HEI. the academic-side of the system Is Itself at the 'opposite'. Teaching and Learning Coomd nators help to formulate ther school's 
become more powerful at the expense of academics. When a group of academics come together to Invent a curriculum H has to teaching and learning poky and assessment strategy. become formalised and legalised based on subject, to faculty, to university 
degree committee. 
49 X46 
MK65 KH. 36 
Some UK HEIs stress the Importance of preparation and orientation, only a In most UK HEIs, the process for curriculum Improvement Is no longer made up of reaching end Learning Coonlinafora are also responsible for costing 
few HEIs however are concerned about lire general condition of work of individual intellectuals or academics thinking free, but a formalised, bureaucratized their units. 
academics, system 
This bureaucratization is assisted and structured by the administrators, 
and requires everyone to conform to lay down procedures. The Integration of 
academic and administrative functions and quality Is therefore'possible' and 
'feasible' 
50 MK47 
MK. 66 KH37 
In most UK HEls. Staff-Turnover ratios are far too high to sustain high In many UK HEIs, because of QAA and HEFCE Intervention, administrative Teaching, and Learning 
Co-ordaiators also look alter the bidding, for and 
leaching and research quality considerations are now much stronger than they used to be. They Is also the receiving funding for hiprovkig the quality offeadling end learning . 
added pressure of the danger of legal action by aggrieved students, because 
of health and safety regulation. 
-ýsarc jr., t e. (2004) 
interview transcnpts 495 
pool of weak good best practices 496 
S1 º 48 
In many UK HEIS most Junior academics have to strain hard to meet the 
MK77 
There Is a paradox, first of all the QAA would say R has greatly Improved 
ºH. 38 
Teaching and Learning Coadinabrs work as a grouplteam. 
CAA quality imp ovemant requhements" and at the same time get resources quality through conformity, and that Institutions now have the Infrastructure 
ý, bme to carry out research to deliver the minimum level of quality Improvement on continuous basis. 
Consequently, there Is now no need to Increase funding Indefinitely. 
52 hg(. 49 
Most UK HEls see Teaching, Research, Administration and support-services 
Will 
Most post-1992 HEIs are today making it easier for students with low entry 
KH. 39 
Teaching and Learning Co-ordinators speed up the process for Teaching 
a$ nwhlpie tasks, which are 
difficult to integrate. standards to get a first class or 2.1 with very tittle effort. This Is hardly the Guahly Assessment thereby ensuring higher OM scores. 
case In most re-1992 HEk. 
13 MK. 50 
Most UK HEls are bridling it difficult to effectively manage the multiple tasks 
MK. 79 
There are now many higher education Institutions offering high quality 
KH 40 
Teaching and Learning Co-ordinabrs were organically developed to 
d teaching, researching, adminissaäg, carrying out community activities, degrees to a much wider section of the community, as part of government achieve long-term objectives in line with the sGwofs mission of becoming 
and poking after students as young people who should get strong pastoral agenda to widen participation. a centre for excellence In business practices and professional 
care development 
14 hvC. 51 
MK8O KH 41 
fin most UK HEk, the expansion of the HE system, has virtually made it Most UK politicians are arguing that they is now no need to increase funding to The structure on which the Teaching and Learning Co-ordinators operate 
impossible for many teachers to become research active, or even higher education, the sector should be able to take care of itself as a matter of is an integrated student-centered structure designed to meet both internal 
participate in 
'scholarly' activities Ls. reordering research. policy and strategy. and external need for quality improvement In the area of Teaching and 
Learning. 
15 "CO f i d i 
MK81 KH. 42 
ty o aca em c staff are Yeadiefs, some are M most Pos" 992 HEIs, major " 
There Is Indeed a deliberate government policy to force universities to The Process of Strategy Formulation and Implementation for improving 
research', in scholarship', with very 
few canting out diversity their sources of funding. the Quality of Teaching Is well developed and documented and relates to 
inthatrves and the ivies individuals are expected to play to make the 
Improvement projects successful. 
IJK. 55 
Many UK HEB see the benefits 
in Integrating Academic, Administrative and 
AN. 2. 
Making academic re sourcing part of top quality manager's responsibilities 
KH 43 
Subject Unit Leaders as managers work with Subject Groups to spread 
Suip . smite 
Quabty even if they do not know how to go about L Good and Best Practices 
m 
UK HEIS'Academic quaky is at the expense of'admmistratrve 
AN. 19. 
The requirements of the OAA HEFCE and Professional Bodies have forced 
KH 44 
Sub/eat Group Leadership takes ft form ofa Committee or Team. 
guagy, end'suppoA 
sarvice Wad iubWtons to put in place dear quality Improvement procedures. 
ßy7 AN 21. 
1 
KH, 45 
mtervmewtranscnpts 
pool of weak good best practices 497 
Vary low UK HEls recognise the 'interface between academics and Making Sublechve Review and integral pad of the new procedure for institutional Subject unit leaders are to critical players upholding Academic 
adminlstratora' and Its role in quality management Review. Standards. 
, sy M K68 AN. 23. KH. 46 
In many UK HEls. only kw Academic Staff can ad as effective Quality Considering a proposal to integrate Internal Management Performance Review Subject und leaders by requbemenl are expected to ad as external 
Managers orAdministrators. processes with External Institutional Review Processes. examiners In other nst/utions, and be members of a Professional Body 
and be active in then Sub' Associations. 
60 MK. 69 AN. 23. KH. 47 
in many UK HEIs most Academics who become'administrators' or Considering a proposal to Integrate Internal Management Performance individual teachers are the erical players upholding the Qualify of 
'managers' either do not know what to do or simply do not tare. Review processes with External Institutional Review Processes. Students' Learning Experience as fronbine staff in dived contact with 
students most of the time, 
61 MK70 AN. 24. KIi51 
Many vita chancetors in majority of UK HEIs are not very good, and I am Basing Institutional Review on survey of staff and students to find out Moir Capability Policy Implementation Is well documented, 
not impressed by many of them opinions on different areas of services within their Institution. 
62 W72 AM. 7. KH. 52 
Majority o (the vice c ancelors in UK HEI, cannot see any prospects of any The objective of pursuing excellence in Teaching Is to attract more students and Disciplinary Procedures only used in exceptional circumstances. 
real iooease in fudelt to higher education in the foreseeable future. Increase funding to the insUMan. 
63 MK73 A1.8 KH. 53 
Most UK HEIS now redron with the fact that recent Government Funding The Manchester Business School has an International reputation for Excellence In Have in place Dean Development Programmes to made top management 
poucy has made Wing for Teaching and Research very uneven. delivery a high quality MBA programme for top executives from both private and aware of capability polity and disciplinary policy, and to train them on how 
public sector organisations. to put such polices into action. 
64 MK. 74 AIi. 
10. KH. 54 
The benefits of the Research Assessment Exercise (RAE) means some UK Staff with less than satisfactory performance levels (determined over a period of Creating and managing a Portfolio of Excellence Models to maximise the 
HEIs possibly do get came Increase in Wing, but the system generally has time) will not be allowed to teal on high profile courses. This means we have a benefits of gaining Excellence Ratings from as sources. 
suffered 40% reduction in hardng over the last two years set of performance indicators for assessing the performance of individuals on our 
programmes. 
65 MK 75 A6.12. ' ' 
KH. 55 
many academics in UK HEIs cannot see any good reason why one should ezcellence The notion of from our post-graduate aWdenb' perspective relates to Institutional Mission focused on mre-piths eines: Research, Teaching, 
expect any leaeases in haidng in the foreseeable future. the delivery of knowledge and is based on a different set of criteria. Looming, Widening Participation, Collaborative Partnerships, Intemabonal 
reputation, Continuous Qual' Improvement People Management 
66 MK76 
AA. 14. KH. 56 
Most UK HEI5 have not be able to diversify their sources of funding The Manchester Business School is running an International leachers programme RAE, TQA IIP EFOM, EQUIS are seen as useful diagnostic tools for 
osseo-esaie Jr.. ý. a (2004) 
imemew transcnpts 497 
pool of weak good best practices 498 
well enough to deal with the negativ 
Impact of Reduced Funding on to focus on Teaching Excellence. Substantial amount of time wd be devoted to the situation analysis relating to specific areas. 
Quality improvement delivery of knowledge. 
67 MC. 82 
in most l1K HEI, what Weis for a lactureirwilh children, a rar and a house, 
AA. 30. 
We are frying to get our acknowledgement teachers to actually talk to them, to 
KH. 57 
Using a mix of diagnostic tools to help identi y the real problems in key 
is ignored as a cribwl success factor. encourage sharing of best practices, and eventually to reward their performance. areas and leading to optimal results, 
68 MK-" 
Recent Government Policy towards HE makes It more difficult to define 
All-311. 
We are mainly relying on people's good nature to encourage sharing of best 
KH. 63 
Leadership aware of the need tobe sure that a model can and ei! deiner 
. higher education' compared with the definition of 'further education'. practices, and highlghting the potential benefits tobe gained from sharing best success before deciding on GY. scale inapmentalron 
The dual agenda are In conflict, and today's Institutions need to practices. 
achtena, a fine balance 
between the two agenda, to help them focus on 
their strategic direction 
59 AN. 17 
There is 1ttle effort at educating and training academic and administrative 
Ali 32. 
The Manchester Business School is a financially autonomous institution. Certainly, 
KH. 64 
Regularly updating all sources of excellence ratings. 
staff to understood 
the concepts of Best Practice and of Excellence at the post-graduate level, the Business School sees Itself at the sharp-end of 
commercial reality. 
70 AN'27' Having too many Procedures Increases bureaucracy and the cost of 
A6.33. 
Sahst anfiel amount for funding teaching comes from the government 
KH. 65 
Using the extent to which a model is }holistic' and the level of 'integration' 
Qwfty as coterie for evaluating and selecting excellence models for 
hiplamentation. 
71 Aß'1. 
Not able to clearly define and understand the meaning of the term 
A1i34. 
Essentially the QAA framework is being used as a way of assuring the govemment 
KH. 86. 
Role modelling excellence by creating centres for excellence as basis for 
'Excgence', maleng k difficult to knplement in practice. that funding for undergraduate and post-graduate teaching is efficiently allocated spreading the benefits of using excellence models, 
and utilised. 
T2 AIL15- 
Many teachers in my school std hold on toe traditional view of Teaching, and 
Atl. 38. 
We identify best practices for evaluation selection and implementation, generatty 
KH 67. 
Reducing the Cost of Quality through efficient use of tine and other 
We not aware of new 
i novat" ways of teachig. Traditional met hods of through the improvement process orprcposals put forward to the department scarce resources. 
toad" may be suitable faprmary and secondary school Teaching, but not 
; nýrsduste and post- raduate leaching. 
73 All 19. 
Wa ire a ued That the eBad 0erenca in between our defm tlon 
AY. 39 
We kknU best radices elftrar thron had-hoc observation of our leachin 
KH 8 
Eliminatl am nknisi canflkü of ob' ' lost areas b ensure 
ý .. ysero fir.. a. a 
(2004) 
interview transcnpu 498 
pool of weak good best practices 499 
01 -excelkin a and the OAKS definition. The QAA's procedures are processes by programme directors, programme leaders, or programme effective integration. 
essentially bureaucratic. Our definition of 'exceleenca' In Teaching administrators, or through our continuous monitoring systems. 
encourages a holistic customer-focused approach is qualty management, 
Its. QA's definition encourages e bureaucratic, paper-based approach to 
quality management. 
74 A1.20. A11.40. KH. 69 
The aMA and HEFCE Models tend to make the concept of'Excellence' static We do not have a single source of best practices. It comes as a result of Successfully Integrating Academic and Administrative Activities in the 
Instead of it being dynamic. Trying b make a dynamic concept static Is a discussions with at entnutedparties, to valve ate consensus. area of Teaching. 
problem The notion of excellence is very dynamic, formal models lend to 
make it rather static. 
75 A121" AL41. KH. 70 
we have found that the notion of documentation of best practices can be We have a tormal system for identifying or capturing best practices from both Most academic staff are concentrating on Teachingt. eamirg, 
very problematic lt ä's allowed to become too ngid, formal and bureaucratic internal and external sours ResearctiSdrolarship. 
76 A123. A0.42. KH. 71 
There is nothing worse than boredom. Best Practices provide us with Al courses or programmes are evaluated Every single course Is evaluated Most administrative staff are concentrating on Open-days, Enrolment 
someffiing that catches the enagmahorr of students - the Woo' lactor. including every single element ofe course is evaluated. Process. Induction Process, etc. 
77 Ai. 24. AEA3. KH. 72 
We do not have formal methods of documenting or capturing Best Practices. We have a formal questionnaire for the evaluation. Satre academic and administrative stall perform overlapping activities 
e. g. Staff Recruitment. 
78 A626- A1.46. KH. 73 
We do not have mechanism for telling staff - well done you have done an I have so problems with peer review "I think It Is a good idea. Having In place a Business Recruitment Admission Team = BRAT, an 
exyamely good job. you will be rewarded for that Integrated project team comprising of MaiketsIg stair, Course 
edrtdnishators Academic Recruäment leaders, Central Clearing and 
Admissions staff It Is interdepartmental and crosses schools and central 
departments within the unkerstly. 
79 Mi, 
pur reward systems are substantially based on denUf srg who the best 
AU. 49. 
Recently we Invited a colleague from the United States. He has developed a 
KR 74 
Have acquired e number of Teaching Company Schemes as e source of 
pnotioners are, but we do not actually bam hon them. The main reason variety of models for active learning, which he uses to engage the Teaching income. 
yip Brat, in hgher education we do not have mechanisms in place for Imagination of students. We Invited him over to give some of our teachers 
g best practices andrewam" bestpract ce practitioners. some training In the use of his techniques. 
osseo+saK 1ý.. ý. a (2004) mternew transcnpts 499 
pool of weak good best practices 500 
80 
The y>tuýxe of UK academic institutions is such that Individual status does 
A6.55. 
Then Is a limit to satisfying student' demand. 
KH. 75 
Looking for ex"amal sources for Research Income is tit the gap created 
rid encourage cooperation. by the annual decline in HEFCE Funding. 
61 AIL28. 
our Reward system is largely based on individual status. 
A662 
Quality Assessment ngunes puts pressure on UK higher educatim Institutions to 
KH. 76 
Taking advantage of HEFCE's Funded Schemes such as the Community 
hpfors the qualify of teaching, research and services In order to attract and retain Management Project finked to Medium-size organizations based In 
more international student; sometimes even at the expense of local students A communities where HEI operates. 
lot of revenue is coming, from serving International students. 
82 ALZy 
M most UK HEIs, there is no recognition of 'good citizenship'. You get 
A0.63. 
There is now a drive to promote 'International excellence', which puts enormous 
KH. 77 
Looking out for Consultancy Income by setting up an Enterprise Centre as 
promotion PI don tget there pr sure on institutions to saust' external needs for qualify Improvement at the a central organization within the university responsible for looking for 
expense of internal quality Improvement External Consultancy work and managing External Relations 
83 X35' 
I personally do not believe that l 
his OAA framework is being used as a any 
AIL65 
I have a degree of reservation about this notion of critical success factors. 
KH. 78 
Academics as administrators or managers are trained to become people 
of essunng the government 
that Wing for undergraduate and post- centred. 
graduate teaching is efficiently alocated and u64sed. because, most of our 
departments keep getting a maximum QAA score of 24124 yet when you ask 
students taw was the course. 
They tell us it was not satisfactory. 
84 gL45. We mein the process of formally introducing Peer Review of our teachers 
Aß. 68. 
Critical Success Factors for Teaching Quality indude 
KH 79 
Having in place an Academic-administrator Model comprising of two types 
But we have an annual review process. "A good formal structure, of Senior'Acedemfd Staff. Those with and those wi8aut people 
" Weestnxtured courses, management and organizational skills. 
"A eel thought out tried and tested delivery systems, 
A simi to process of human Interaction 
" Each of these elements has to achieve a certain level of quality 
enProvement 
85 
47, 
poor Review should not be carried out by people from the same institution. 
A8.69. 
There is a need to Trade-off between Critical Success Factors. This trade-off 
KH. 80 
The Schoors Leadership GmupTeam is a ma of Senior Academic Staff 
requires balancing all these factors In order to achieve optimist results. For with and without people management and organizational skills 
example, I have a situation involving staff who are very badly prepared for their 
courses I have developed a simple human interactive process based on Individual 
Personalities, to carry them through their pmgranvnes. Equally, I tun extremely 
weit abuctuved corvse with levy 9'6e sderac6cw, and yet be successful h my 
dafrve and r ach' fine course ob ' s. So there Ise Possibility of trade 
o _nsare 
jr.. a (2004) 
Intemew transcnpts 500 
pool of weak good best practices 501 
offs er achieving the objectives set for each critical success factor 
86 AL48" A6.70. KH. 81 
I Brink the quality of teaching is abysmal in most UK institutions with respect The Human Fedor IS a Critical Success Factor. There are Identifiable critical A central core within the school's Leadership Group comprises of only 
to Teaching - all you get Is the perpetuation of the same thing success lectors for achieving and sustaining quality knpmvement, one of which Is Senior Academic Staff with people management and organizational skills. the human element as the balancing factor in achieving optimal results. 
97 AM Al71. KH 82 
Formal systems have the tendency of becoming be eaucratic. This is Some people argue that it is nonsensical to talk about teaching Iqualily' Having in place an Integrated leadership structure comprising of staff with 
precisely what we have in most UK higher education institutions. I have a without thinking about 'contents', both academic and administration experlenowbackground. 
huge pile of paper wore b complete from all sorts of Quality Committees 
with the University of Manchester and from the Manchester 
Business School itself. I also have a number of committee meetings to 
attend, I hardly ever turn up for these meetings, and hardy ever look at the 
documents. I also have a whole web-sit dedicated to a wide range of 
framework which not many bother to look. 
At 60 A180. KH. 83 
The is a'mid' emphasis on the regen of Research Assessment Exercise I believe yrachce'should inform Yheory; but forme N has never been a caparison Decision-makers are encouraged to handle about'5-7' Performance 
(RAE) on which too much resources have been wasted on, and it only between Theory and practice I simple do the most sensible and rational thing In Indicators at a time. 
provides a very narrow definition of research, and Inappropriate arten for business management most of the theory on scientific management was derived 
research fit 
from business practice, businesses existed before scientific management theories 
were created. 
89 A1.67. 
A6.81. KH. 84 
The problem with Critical Success Factors is 8 at first of all tsent what We at the Manchester Business School have not invented any management Where there are many performance Indicators a hierarchical stricture is 
lie cat success factors are and two whether or not you've actually got tie prinaples a tit of what we do is just documenting our best or good practices. We developed to Identify the key Performance Indicator. 
complete set of factus whirl paird a complete picture of the situation you're therefore examine our practices 
to Inform our theory on management principles. 
dealing wdh. 
90 A189 
The cost of a&riusfratNe support can be hgh, pedraps, that %usa8es the 
Aä. 80 
My view Is'integration' does not work all the time. 
KH 85 
There Is a clear distinction between Yearly-Performance Indicators and AN 
need for an Integrated approach to million. the cost and maximise the Year-Perkxmance 
Indicators 
benefits of synergies. 
'91 
A191. All 86. KH 86 
ýýsw-asafe fir., a. a (2004) 
interview transcripts 501 
pool of weak good best practices 502 
Ttw disappoidirg aspect of 'ntegration' is when students' are not very The point Is If you care about teaching quality you really do not need an Different schools within the university decouple Performance Indicators to 
aaasfied. 
Integrated approach you just do it simultaneously. meet their own needs. 
92 A195. 
The problem at undergraduate level is that administrative activities tend to 
A187. 
Some Key Critical Success Factors -Teaching 
KH. 87 
Making use of Excellence Models, which encourage use of Fewer 
dr1m academic activities. When administration takes over it becomes a . What you need are the resources, the authority, and the capacity to Performance kMkabrsiMeauses, 
danger to knprovirg and sustaining academic quality. Administrative leach. 
X#40 must support the academic 
funclbii. . Capacity Is under your control, the authority Is derived from your 
appointment, and should not be withheld, and I think the Issue Is you need 
the teaching resources to teach effectively. 
We also need to know the learning styles of our students in order to 
sustain our performance levels. 
93 Aj. 9. 
Teachers should be leaching and not spend Urair *ne recrurtrp people or 
A8.88. 
We have tried integrating academic and administrative =data for quality 
KH. 88 
Performance Indicators selected reflect changes In the needs and 
offering career advice. 
Administrators should be asked to carry out these Improvement by Identifying similarity In processes. There are certain expectations of stakeholders. 
MCdViW& Unfortunately, 
this B not what is happening in most UK hgher academic processes, which require bureaucratic procedures from 
d, cabon Institutions, where most academics are increasing being asked to administrative staff. o 
do Loba8ve Wes as part of their eppoidmerd This is effecting the 
Qty of teadiiig, arid 
The quaI y ofresearch. 
A892. 
94 Our administrative support is extremely good In collecting all the information Managing Prance and Capability Poky Is aimed at being 
relating to dealing with students concerns, puffing them on the web, sorting out 'developmental' not 'punishment'. 
examination time tables, having student career advice centres, providing 
information on recrutment, dealing with assessment and assignments, eta 
MK3 
95 Successfully using the Q4A Self-assessment methodology to greatly 
improved Institutional accountability to the Government in the area of 
Teaching 
MK/ 
96 Successfully using the OAA Sell-assessment Process to help Teaching 
Staff to think more carefully about the content and development of 
Cunkailum. 
ý jr, a. e (2004) -- -- 502 
osse°'y$81° mtemew transcnpu 
pool of weak good best practices $03 
97 
MK5. 
Successfully using the QAA Seff-assessment Process to help Teaching 
Staff work together as a Team in developing Cuniculum more than they 
did before. 
98 
MK6 
The QAA gel-assessment Process is wel documented and serves as 
basis for training staff on the benefits of self-assessment methodology M 
general 
99 
MK7 
External QAA Assessors use internal selassessment results as the 
datum-base on which to proceed to the next phase of external 
assessment 
oysoo. asare jr.. ý. e. (2004) interview 
transcripts 503 
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APPENDIX: D2 
Glossarv and Publications 
" GLOSSARY: 
Award Criteria: 
Models that become tools and techniques for self-assessment may be used by external bodies who wish to reward 
organisations for their efforts towards organisational excellence. These external bodies use the criteria 
underpinning the adopted model as bases for awarding performance excellence. According Dale (1999: 30,431), 
majority of organisations have no intention in the short term of applying for national or international quality 
awards, they are simply using the 'award criteria' for the chosen 'model' to assist them in diagnosing the state of 
health of their improvement process and providing indications of how to achieve organisational excellence. It is 
expected that, the autonomy and accountability criteria underpinning the 'model' developed in this thesis could be 
used as'award criteria' if pilot testing and full-scale implementation prove to be very successful. 
Continuous quality improvement: 
Represents incremental change over a long-term period and not major break-throughs. 
Delighting Students: 
Performance levels over and above what students' need i. e. exceeding students' expectations. 
Deterministic causality: 
A relationship between variables in which the outcome of any action can be known in advance i. e. the relationship 
functions in a particular and specific way and will always do so. 
Empirical, empiricism: 
Data, information, or knowledge derived from practice not theory or philosophy. 
Feedback: 
Explicit use of outputs, from 'processes' to modify'inputs' into the system as a whole in such a way as to bring the 
output nearer to a desired goal or state. 
Guru: 
In the'hindu' means 'teacher', used in this thesis to refer to leaders in quality management theory and practice. 
Holism, holistic: 
An attempt to deal with higher education institutions as wholes rather than sets of parts. 
Methodology: 
This thesis uses the term 'methodology' to mean a systematic set of research design, methods, and instruments for 
studying critical issues and/or research problems. It is a process for collecting relevant data into to answer specific 
research questions and ultimately achieve a specified research objectives. 
Models: 
In this thesis a 'model' is defined as an abstract representation of reality, which presents a picture or framework of 
what 'ought' to be done or 'what is required'. They are the means of presenting ideas, concepts, principles, pointers 
and plans in a descriptive, non-prescriptive manner. The model developed in this thesis is therefore not considered 
as a 'how-to' guide but a guide to action not to be followed slavishly. Indeed, the model and the theory 
underpinning it need to be pilot tested before full-scale implementation is embarked upon. 
Probabilistic causality: 
A relationship between variables in which the outcome of any action cannot be known in advance i. e. the 
relationship functions in an unpredictable way but shows tendencies to behave in a particular way. 
Tools and Techniques: 
These are the 'hard' elements of quality management, which are defined in this thesis as the means or device for 
measuring or assessing quality or performance improvement. The term 'self-assessment' is defined by Dale 
(1999: 30), as a comprehensive, systematic, and regular review of an organisation's activities and results referenced 
against a'model' of business excellence. Self-assessment using different tools and techniques therefore implies the 
adoption of a 'model' on which to base the evaluation and diagnosis. There are a number of national and 
internationally recognised models on which a self-assessment methodology is based. It is expected that the model 
developed in this thesis after successful pilot testing could become a self-assessment 'tool or technique' - as it 
stands is essentially conceptual or theoretical. 
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